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ABSTRACT
Over the past decade, the population of students learning English as a second language in
the United States has grown astronomically. Presently, the number of English learners (ELs)
across the country has reached 4.8 million and is projected to rise in the coming years. Because
of this steadily increasing metric, the demand for effective reading instruction as a critical
component of overall academic achievement and learning success is crucial. As such, there is a
great need for schools to address the language, literacy, and academic needs of ELs in
mainstream classrooms.
To address this concern, major responsibilities fall on teachers who are leaders at the
forefront of instruction. As reading is a challenging task for ELs, teachers must be adequately
prepared in order to promote content and language development in various ways. This research
investigated teachers’ use of read-aloud strategies and explored: (1) experiences with supporting
reading comprehension for ELs at various levels of proficiency and (2) perceptions about
coaching and feedback sessions as a result of preparation through MELTS modules. Data was
gathered from semi-structured interviews, an initial questionnaire, coaching session observation
protocols, and final assessment/evaluation rubrics.
A qualitative phenomenological approach was adopted in order to develop an in-depth
understanding of participants’ perceptions about the MELTS preparation process and their
experiences with elementary students and avatars. Three main themes emerged the data analysis:
Teaching and Learning Strategies for ELs Through Read-Aloud Practices; The Importance of
Guidance and Feedback in Teacher Preparation Programs; Difficulties and Challenges Teaching
iii

ELs at Different Proficiency Levels. Results showed the positive impact of well prepared
teachers on the reading proficiency levels of ELs during instruction. It also revealed the
significant role of guidance and feedback in the learning process. Overall, this research study
underscores a substantial need for mentoring and collaboration as an important component in
preparing teachers to address the learning needs of second language learners as they work
towards achieving academic success.
.
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CHAPTER ONE: INTRODUCTION
In the midst of a literacy crisis, the achievement rate of ELs is a prevalent topic in
education and second language acquisition research (Genesee, Leary, Saunders, & Christian,
2005). Because their presence has increased in classrooms across the U.S., so has the demand
for effective reading instruction as a critical component of overall academic achievement and
learning success. Staggering statistics have shown that between the 2009-2010 and 2014-2015
school years, the percentage of EL students expanded in more than half of the states and with
increases of over 40 percent in five states. Within this same time frame, there were more than
4.8 million ELs across the country (English Learners, n.d.). As they have become embedded in
our nation’s K-12 population, the Office of English Language Acquisition (OELA) has
highlighted their public-school enrollment data, which exceeded the national average in 20182019 (OELA, 2021).
According to a policy research brief produced by the National Council of Teachers of
English (NCTE), ELs are described as a highly diverse and complex group of students who do
not speak English as a first language. They have diverse gifts, educational needs, backgrounds,
languages, and goals (NCTE, 2008). ELs are also categorized as the fastest growing student
population in U.S. schools, and due to this expansion, the quality of instruction received from
teachers is extremely important (Calderon, Slavin, & Sanchez, 2011). While they’ve reached
America’s schools rapidly, there is clear evidence of persistent achievement disparities between
ELs and their native speaking peers. Therefore, the need for schools to address their language,
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literacy, and academic needs more effectively has become a national concern (Nutta et al, 2012;
Nutta et al., 2014; Calderon et al., 2011).
As K-12 general education teachers become more aware of the importance of learning
how to teach ELs, research has suggested that the evidence teaching practices is what builds
comprehension and the ability to read and understand English fluently, which is a critical skill
and unified process (Grabe, n.d.). Consequently, this process in combination with unique and
complex backgrounds has been said to lead ELs into struggles academically, placing emphasis
on the disparities of reading proficiency achievement (McBride, 2008). As effective teaching
and learning for ELs go hand in hand, reading in one’s first language (L1) is a determinant of all
core subject areas, thus, reading in one’s second language (L2) is an important factor that
becomes a more complicated issue (Nassaji, 2011). Due to its overall complexity involving
specific L2 linguistics and processing differences, the implications for understanding how L2
reading works and how it should be taught is profound (Grabe & Stroller, 2002). Teachers’
delivery of L2 reading instruction can either maximize the comprehension skills critical to longterm success or lead to failure among ELs across K-12 classrooms (Giroir, Grimaldo, Vaughn, &
Roberts, 2015).
The subject of reading is continuously magnified because it is a critical component of all
academic subjects and inevitably important within and beyond the classroom. Due to changing
demographics of the student population in public school settings, reading performance data has
indicated the need for different approaches to improve L2 reading abilities, which underscores
the significance of strategic teaching and learning strategies for second language learners
(Ziegenfuss, Odhiambo, & Keyes, 2014). As reading is vital and both equally essential in the
2

comprehension of content and language development, research has revealed that optimizing
instruction for ELs involves “responsive pedagogy, key applications of second language
acquisition to literacy instruction, and a practical and systematic routine of infused key EL
strategies” (pg. 640). This awareness is extremely important as teachers struggle with the
delivery and design of systematic instruction that meets the needs of their EL students.
Based on state and national assessments and reports, data has revealed an emerging
population of EL students who have continued to underperform and demonstrate limited reading
skills. Research has also expressed that an important piece of addressing these challenges is lack
of teacher preparation for ELs that leads to inappropriate instruction (Cisco & Padron, 2012).
This issue has unfortunately been referred to as a “nuanced understanding of the process of
reading comprehension for linguistically diverse students” (pg. 2). Because teachers are leaders
and first responders to the educational needs of ELs, the study of L2 reading instruction is an
active area of research warranted by their rapidly increasing presence in mainstream classrooms
and low achievement and performance regarding a crucial literacy skill (Cisco & Padron, 2012).

Statement of the Problem
Improving reading proficiency for ELs has been a central topic in second language
research over several years. Although there has been great interest in choosing the most
effective reading approaches due to the population increase, many ELs have continued to fall
behind their native peers and exhibit low achievement scores on standardized tests across the
United States (Ro, 2013). Cisco and Padron (2012) explained that they struggle to find success
in content area classes and on high stakes exams when comprehending academic English texts.
3

Although this has been a reality, and despite decades of attempts to narrow the constant gap, this
group’s performance on national and state assessments has risen and is predicted to grow
(Genesee, Leary, Saunders, & Christian, 2005). Labeled as a crisis in describing the state of
reading for America’s ELs and underperformance, which is evident in their assessment scores,
there is a critical need to increase the focus of reading instruction in mainstream classrooms
(Cisco & Padron, 2012).
While research has documented a perceptible reading achievement gap for ELs, the
delivery of effective instruction and the implementation of evidence based instructional practices
is connected to teacher preparation as a highly influential factor essential to L2 development
(Grabe, 2009; Koda, 2005; Perfetti & Adlof, 2012; Rayner et al., 2012). In light of the argument
that teachers can and should be prepared to effectively teach ELs in mainstream classrooms,
addressing their abilities to deliver instruction and focus on their critical learning needs is a
direct response to educational and demographic trends (Nutta, Mokhtari, & Strebel, 2012). The
National Assessment of Educational Progress (NAEP) has highlighted a historically
underperforming subgroup of students facing “deeply rooted, pervasive, and complex
challenges” that may hinder their attainment (NAEP, 2013, pg. 3). Research concurrently reveals
a shortage of teachers prepared to instruct ELs with major literacy challenges (Grabe, 2009;
Nutta et. al, 2012; Cisco & Padron 2012; Fountas & Pinnell, 2018). By addressing these
accelerating concerns, not only can the instruction of mainstream teachers improve, but also the
development and reading achievement of ELs and their future academic success.
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Importance of the Study
Providing quality instruction to address the needs of ELs requires a variety of curriculum,
instructional, and assessment skills (Nutta et al., 2012; Nutta, Strebel, Mokhtari, Mihai, &
Crevecoeur-Bryant, 2014; Nutta, Strebel, Mihai, Crevecoeur-Bryant, & Mokhtari, 2018).
Because there is a nationwide push for accountability and emphasis on quality teaching for the
increasing EL population, this study revealed the efforts and developments of effective teaching
practices that strengthen the reading skills of non-native English speakers in mainstream
classrooms. In addition, it focused on research based strategies that narrow an existing gap
between a new generation of second language learners, their peers, and also their teachers
(Dieker et al., 2008; Hughes et al., 2005; Nutta et al., 2012).
According to the Center for American Progress, there is a sea of change occurring in
education across the country in the systematic way that should consider what students should be
learning and how they should be taught (Samson & Collins, 2012). ELs are a subgroup of
students that require special attention, particularly because of their growing numbers and lowperformance relative to their peers. It is vital that teachers engage in opportunities that ensure
the achievement of standards while they prepare for working effectively with students who have
diverse language and learning needs (Samson & Collins, 2012). Being that there is proof that
teachers have increasingly encountered a diverse range of learners, it is of utmost importance
that teachers have sufficient breadth, depth of knowledge, and a range of skills that are suitable
for meeting the unique needs of all students, including those who struggle with English (Samson
& Collins, 2012). This study examined an area of a major concern by addressing teachers’
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preparation to improve L2 reading proficiency for students who face challenges critical to their
overall learning success.
As teachers undergo deliberate efforts on behalf of public schools and higher education
institutions, the examination of teacher preparation is an important part of ensuring whether they
are prepared to provide adequate instruction enabling students to read, comprehend, and learn
successfully in a second language (Nutta et al., 2012). Micro-credentialing of English Learner
Teaching Skills (MELTS) prepares elementary teachers to support the academic achievement
and language development of ELs (MELTS, 2018). MELTS is a federal research grant from the
U.S Department of Education’s Office of English Language Acquisition. At the University of
Central Florida, the College of Community Innovation and Education and the Department of
Modern Languages and Literatures received a five year, 2.4 million dollar grant to develop and
research the effectiveness of 10 video-based modules of instructional skills to help improve
learning for ELs. The skills support elementary English learners at beginning, intermediate, and
advanced English proficiency levels while implemented in eight teacher preparation courses
taken at the beginning of students’ junior year through student teaching (MELTS, 2018).
Modules are based on 10 specific skills, which include:
1. Leading a questioning sequence in social studies - adapting language to individual
English learners in a whole class setting
2. Teaching a classroom procedure - presenting and demonstrating procedures such as
morning routines, modifying language, and providing visuals for English learners in a
group setting
6

3. Pre-teaching key vocabulary of a science lesson - utilizing pre-teaching and linguistic
modification techniques to teach vocabulary in the math and science content areas
4. Teaching a mathematics lesson segment - using comprehensible input, scaffolded
concepts, and multimedia to present new math and science content to English learners
5. Teaching a language arts lesson segment with small group questioning - reading a
short story followed by asking comprehension questions with a small group of English
learners at various WIDA levels in a whole class setting
6. Leading a follow-up discussion of the language arts lesson - leading English learners
at various WIDA levels in a discussion of the previous language arts lesson in a small
group setting
7. Using templates, sentence frames, and sentence starters to scaffold a writing
assignment - activating students’ prior knowledge to a writing topic, modeling a writing
sample, and guiding the students to create their own written pieces using sentence frames
and templates appropriate to the English learners at various WIDA levels in a
conferencing setting
8. Conducting an informal reading inventory - conducting reading inventories to help
determine the literacy strengths and needs of English learners at various WIDA levels in
a whole class setting
9. Conducting a writing assessment and providing level-appropriate feedback - using a
writing rubric to assess and give feedback to ELs based on written opinion pieces and
given topics in a whole class setting
7

10. Discussing students’ progress at a parent conference - communicating with parents
who are not proficient in English and discussing academic progress adjusting
communication for the proficiency level or working with an interpreter
Teachers are trained and provided with multiple opportunities to practice important
techniques relevant to second language learners in the classroom and in virtual learning
environments. As teaching and learning becomes more diverse each year, the goal of this
preparation is to build instructional skills and reveal specific perspectives that are representative
of many teachers who feel underprepared to teach reading skills that translate across all academic
subject areas. As this is essential to students’ overall achievement, the data collected in this
study showed that teacher preparation through MELTS assessment and evaluation had a positive
influence on the literacy skills of ELs and concurrently prepared teacher candidates to address
their language and content needs.
In order for TCs to practice communication skills in the classroom with ELs prior to a
clinical experience, a mixed reality environment plays a significant role. TeachLive was used in
this study as teachers interacted with an avatar-based simulated elementary school classroom. In
addition to human intelligence, TeachLive combines computer animations created to provide
teacher candidates with opportunities to engage in teaching practice with ELs. Through this
experience, TCs taught reading lessons to the virtual student avatars who responded to verbal
instructions, prompts, questions, and a life-like classroom experience.
Consisting of five students, the avatars were adapted to meet a variety of instructional
needs. For this particular study, three of the five avatars had the persona of an EL, while the
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teacher simultaneously used the simulation classroom for instructional purposes that matched
course objectives. As an important part of preparation, TeachLive prepares teachers to target
English proficiency levels and use the simulated environment to meet students’ learning needs,
which is an essential part of the evolution in teacher education being realized through emerging
technologies (Dieker et al., 2014). Because change is inevitable in classrooms along with the
way technology is utilized for student learning, teacher education “must adapt and evolve in
taking advantage of the numerous opportunities that technological tools can provide to shape
teacher practice and the field of teacher education” (pg. 21).
This study addressed what teachers need to know as they work with ELs to help them
succeed in reading as there are many aspects of teaching and learning that can be overlooked
and/or disregarded in mainstream classes. It is apparent that promoting ELs’ academic and
language development is a challenge for many mainstream teachers, and they struggle not only
to identify as teachers of ELs, but also to engage in linguistically responsive teaching practices
(De Jong & Harper, 2005; Lucas & Villegas, 2011). With this reality being acknowledged, it is
critical to gain insight on how mainstream teachers understand their professional roles and
provide instruction for ELs (Martin, 2019). Reforming teacher education is emerging and
ongoing, and as a purposeful and planned personalized learning experience through TeachLive,
teachers who participated in the study focused on improving learning oucomes for ELs who have
unique learning needs.
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Research Questions
In order to examine MELTS teacher preparation for English learners, this study addressed the
following research questions:
1. What tools and techniques do teacher candidates utilize during TeachLive reading
instruction to support ELs’ comprehension and varying levels of proficiency?
2. What are teacher candidates’ perceptions of the coaching and feedback provided during
MELTS skills preparation?

Definition of Terms for the Study
The following terms and acronyms used in this study are defined below:
•

English Learner (EL) – a student whose primary or home language is other than English;
proficiency in speaking, reading, writing, or understanding English is not yet sufficient;
and eligible for services based on the results of an English language proficiency
assessment

•

EL TLE TeachLive - a virtual classroom environment including teacher candidates who
interact with English learner avatars to practice and build instructional skills for K-12
classrooms

•

First Language (L1) - first language a person learns after birth

•

Micro-credentialing of English Learner Teaching Skills (MELTS) - a program funded by
the U.S. Department of Education’s Office of English Language Acquisition (OELA) that
prepares teachers to support the academic achievement and English language
development of English learners
10

•

National Assessment of Educational Progress (NAEP) - the largest nationally
representative and continuing assessment of what America's students know and can do in
various subject areas

•

National Clearinghouse for English Language Acquisition (NCELA) - supports the U.S.
Department of Education's Office of English Language Acquisition, Language
Enhancement, and Academic Achievement for limited English proficient students in its
mission to respond to Title III educational needs and implement No Child Left Behind
(NCLB) as it applies to English learners

•

National Council of Teachers of English (NCTE) – an organization dedicated to
improving the teaching and learning of English and language arts at all levels of
education

•

Office of English Language Acquisition (OELA) - the U.S. Department of Education’s
office that provides national leadership to help ensure that English learners and
immigrant students attain English proficiency and achieve academic success

•

Second Language (L2) - additional language(s) learned after acquiring the first language

•

Second Language Acquisition (SLA) – the process by which a person acquires a second
language

•

Teacher Candidate (TC) – an undergraduate student or prospective teacher who is in the
process of learning and preparing to teach students

•

TESOL - Teaching English to Speakers of Other Languages

•

TeachLive™ (TLE) - A mixed-reality classroom environment that is used to prepare
teacher candidates and practicing teachers to work with students in K-12 classrooms
11

•

World-Class Instructional Design and Assessment (WIDA) – a group of states dedicated
to the design and implementation of high standards and equitable educational
opportunities for English learners

•

Zone of Proximal Development (ZPD) - the distance between the actual developmental
level of the learner as determined by independent problem solving and the level of
potential development as determined through problem solving under adult guidance
or in collaboration with more capable peers
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CHAPTER TWO: LITERATURE REVIEW
This chapter will review and critique the research and scholarship of teacher preparation
for K-12 classrooms and methodologies that focus on teaching reading to English learners.
Although many studies pertaining to second language learning classrooms have examined
traditional reading strategies, relatively few have focused on teachers’ strategic adjustment of
oral discourse, incorporating interactive read alouds (when students interact verbally with text,
peers, and teachers as they pose questions to enhance meaning construction of a text), and the
use of coaching and feedback as a reflection of skill performance to enhance critical areas of L2
teaching and learning. Few studies have also investigated mixed reality classrooms, including
simulated students against traditional classes involving reading exercises. As such, this literature
review provides insight on the significance of diverse learners who are directly influenced by
effective teaching practices on overall English language and comprehension abilities. The
analytic focus of Vygotsky’s theory regarding the Zone of Proximal Development (ZPD) for
second language acquisition and the sociocultural learning theory (SCT) adds additional insight
important to the development of ELs and the role collaboration plays in the learning process.
Communities of Practice is related as well due to situated learning involving active participants
of shared social practices and beliefs (Lave & Wenger, 1991; Rogoff, Turkanis & Bartlett, 2001).
Because of teachers’ inevitable role in ELs second language development process, it is
important that provisions for this population be transparently aligned with prominent second
language acquisition (SLA) theories and teaching methods. While numerous studies have
identified a discrepancy in efficient preparation for teachers of second language learners along
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with a prevalent L2 reading achievement gap, many have excluded the mixed reality element of
coaching and evaluation, which is lifelike and gives teachers the opportunity to practice
interacting with different English proficiency levels in a supportive environment (MELTS,
2018). This study draws attention to teachers’ use of MELTS preparation to support the critical
skill of reading comprehension and overall academic achievement of ELs.

Rising Standards & Changing Demographics
During the past decade, there has been a remarkable increase of ELs in states that
consequently have not been prepared to meet their academic needs (Nutta et al., 2012; Genesee,
Leary, Saunders, & Christian, 2005). Representing the fastest growing student population in
U.S. schools, they have been identified as linguistically and culturally diverse, constituting a
strong presence amongst salient demographic changes and mainstream classrooms (Nutta et al.,
2014). By federal law, ELs are entitled equal access to education appropriate to their academic
(content and language) needs. However, improving English proficiency development and
achieving content standards has presented formidable challenges and complexities, which focus
on language, reading comprehension, and the role of effective instruction (Cisco & Padron,
2012).
Data has revealed a surge in the nation’s EL population, and recent reports from the U.S.
Department of Education showed that in the SY 2016-17, the population had grown by more
than one million students to a total of 4,858,377 ELs, representing 9.6% of total student
enrollment (Demographic Trends, 2020). It was also discovered that their enrollment increased
28% nationwide in 43 states, representing a 21st century education in need of teacher reform.
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Additional data sources indicated that the number is projected to increase as there are well over 5
million EL students attending public schools (English Language Learners, 2020). Undeniably,
the evidence of an escalating demographic trend has confirmed the need for teacher preparation
to expand its focus to meet the needs of ELs nationwide.
The current state of teacher education is dramatically different compared to the past as
the rising, diversified population has led to significant preparation and accountability measures
for teachers. Teachers in mainstream classrooms are tasked with efficiently serving ELs by
having a basic understanding of the nature of language and processes involved in second
language acquisition, learning and using accommodations in instruction and assessment at
different proficiency levels, and familiarizing themselves with characteristics of discourse to
support language, literacy, and content learning in English (Nutta et al., 2014). These demands,
along with a present focus on transforming core practices of mainstream educators, are based on
the premise that every English learner deserves and can benefit from mainstream teachers who
know how to support second language development and academic achievement (Nutta et al.,
2012; Nutta et al., 2014). Not only is this an appeal, but it is also a call to action for teachers to
provide high-quality instruction for ELs.

Literacy Achievement for ELs
Attaining success in mainstream classrooms is very important for teachers and students,
but there has been failure in schools to facilitate literacy development for ELs (Giroir et al.,
2015; Hanover Research, 2017). According to Alanis (2003), poor literacy skills lead to lower
overall academic achievement, and students who experience early difficulties may continue to
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struggle as they move forward in later grades and in life. With this indication, research studies
have continued to show that “young children who acquire early literacy skills have the tools to
exponentially grow in their knowledge and skills, while those who do not develop early skills fall
further and further behind” (pg. 92).
For ELs, statistics have shown an increased need to close the achievement gap each year.
Yet, their reading achievement continues to lag behind that of their proficient peers. Martinez
(2020) discussed the need for research that is central to the role of language comprehension
among ELs for understanding and supporting their literacy achievement. Per academic subject,
students are assessed in areas that require a transfer of reading comprehension and English
language skills mediated to various degrees, and at some point, they are responsible for reaching
native like proficiency through means of two overarching goals: second language development
and general literacy (Nutta et al., 2014). Methods to contend the rise of these escalating
challenges have been unequivocally directed towards instructing linguistically diverse students
and evidence-based practices increasingly prevalent in mainstream classrooms (Giroir et al.,
2015). Nevertheless, teachers struggle with the delivery and design of systematic instruction that
meets the language needs of their students.
Despite several difficulties during reading instruction, developing L2 reading abilities
and becoming a proficient reader provides many avenues for ELs as they work towards
achieving academic goals. According to an empirical analysis conducted by literacy researchers,
targeting literacy through the use of varied and effective strategies to instruct diverse learners is
listed as one of nine comprehensive strategies/practices that contribute to student success
providing them with greater support (Hanover Research, 2017). Therefore, specific to literacy
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instruction, strategies relating to read-alouds have been said to “enhance reading for
linguistically diverse students,” and allow teachers to “create a community of learners who use
and practice language in meaningful ways, work together, and make deeper connections with
text” (pg. 639). Read-alouds provide contextual support for ELs as new language is taught
within the context of its use, and this aligns with research supported approaches to vocabulary,
which is a component of literacy that has been repeatedly stressed in literature pertaining to ELs
(Baker et al., 2014). As such, this is a significant part of being prepared to effectively reach ELs.
Recent research on meeting the needs of ELs has focused on optimizing instruction
through the implementation of read-aloud routines to enhance vocabulary and comprehension
during core reading instruction (Giroir et al., 2015). According to Neuman, Copple, and
Bredenkamp (2000), reading to students is one of the foundational elements of the development
of literacy and an important activity that promotes successful comprehension. A systematic
approach to read-aloud routines has also been said to enhance teachers’ practices and motivate
students’ language awareness and curiosity. More importantly, supporting ELs through readalouds is necessary for conception and communication of ideas across core academic subjects
(Baker et al., 2014). This can provide opportunities for students to better demonstrate important
literacy abilities and achieve individual learning outcomes.
Barrentine (1996) explained that learning must involve engagement with demonstration.
This refers to students having the opportunity to interact with story development, information
used to make sense of the story, and peers and the teacher in response to the text. Through
repeated engagement in demonstrations, ELs internalize the ability to process and strategize
information. This research specifically explained the vast need for ELs to develop reading
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comprehension and the skills related. While detailed studies by Cambourne (1988) and
Barrentine (1996) revealed over time that children do not learn from demonstration by passively
absorbing information, more research over recent years by Grabe (2007) and Fountas & Pinnell
(2018) established similar perspectives on reading and the number of interactive processes that
are necessary for high level comprehension and interpretation skills. Evidence has shown that
when using read-alouds with ELs, the approach connects students to the construction of
meaning, which encourages them to explore an intentional reading process by becoming actively
involved (Giroir et al., 2015).
Reading is by far the curriculum area that has received the most attention in studies of
bilingual education (Goldenberg, 2013). What research has shown is that improving student
outcomes in literacy is not a simple, one-solution matter (Fountas & Pinnell, 2018). While this is
true, solutions include but are not limited to: coaching to help individuals get better at teaching,
implementing new instructional practices, maintaining and building upon a continuous course of
improvement each year for teachers, navigating the next waves of change by not losing sight of
the needs of students, and being rooted in a solid foundation of research, data, and evidence from
observable reading and writing behaviors (Fountas & Pinnell, 2018).
Data has continued to show that most EL students do not perform as well as their peers.
It was reported that only 19% of students learning English meet state standards for reading
comprehension (NCES, 2005). Recently in 2020, it was reported that at grade 4, the average
reading score in 2019 was lower than the score in 2017, and similarly at grade 8, the average
reading score in 2019 was lower than the score in 2017 as well (NCES, 2020, pg. 1). While
reports of scores have revealed this reading deficiency, research by Ziegenfuss et al. (2014)
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concluded that in order for ELs to attain success, the efforts of those associated must be
combined along with multiple resources, whereas learning strategies used by teachers are
important components. Thus, instruction must include supportive techniques involving both
conversation and academic language to keep them from falling behind (Nutta et al., 2012;
Ziegenfuss et al., 2014).
Giroir et al. (2015) emphasized that enhancing read aloud practices for ELs supports
young learners as they develop a second language and acquire academic registers. Read-aloud
routines provide a “practical and systematic mechanism for teachers to scaffold language
development and promote language acquisition by infusing key strategies shown to be effective
for ELs” (pg. 639). In the effort to systematically optimize learning and comprehension for L2
students through read-aloud interactions, teachers can become more efficient with their delivery
and have a positive impact on students’ learning. This could deepen literacy and instruction for
both teachers and students in L2 classrooms where support is necessary not only through
learning challenges, but successes as well.

A History of Teacher Preparation in the U.S
Over several years, teachers of various subject areas and grade levels have been
responsible for being prepared to address and meet the needs of diverse learners in their
classrooms. A vast history of far-reaching reforms pertaining to the state of teacher education
has not only revealed a pattern of major concerns, but also highlighted the reality of teaching and
learning in K-12 school settings. Persisting over time, there have been years of conflict,
changes, and experimentation in the U.S. educational system, but in spite of this, the importance
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and demands of literacy in schools today resound the basis of which instruction was first
established upon - the importance of literacy and schooling for children to ensure their abilities
to read, write, and gain knowledge (Fraser, 2007; Fraser, 2014; Stillwaggon, 2012). As a trend
today as well as years ago, a teacher was responsible for developing these skills.
Throughout the colonial era beginning in the 1600’s, women taught at home while men
viewed the profession as a temporary beginning into their real careers (Fraser, 2007). This was
an early time period that posed challenges in the midst of America’s uncertain educational
landscape (American Education, 2020). In the years following the American Revolution,
development was slow, yet there was still a need for meaningful education. However,
persevering through complex times, schools begin to proliferate in the United States. There was
rapid increase, but the result of a decrease in academic standards due to different challenges and
battles about appropriate curriculum for professional teacher preparation (Fraser, 2007).
Notably, in the mid to late 1800’s, a dramatic shift in education took place, and although the
impact of teachers varied during earlier time periods, gradual change from informal teaching
arrangements to formal preparation for teachers emerged over time.
Based on historical research, teaching was once viewed as a haphazard affair, and
unfortunately the assumption was that teaching did not need an apprenticeship or professional
preparation (Fraser, 2007). The whole structure and meaning of school and teacher was
considered flexible, but reform efforts led to new opportunities and the establishment of basic
standards for classroom teachers over the next few years (Fraser, 2007).
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As the momentum of women educators such as Emma Willard, Mary Lyon, Catherine
Beecher Stowe, etc. began to take place, historical evidence showed that their efforts allowed the
next generation of teachers to have a more advanced level of preparation than what had been
possible before. Fraser (2007) described this as a time of “high ideals and a sense of agency
among many individual teachers, as well as educators, who used the diversity of institutions and
less formal agencies available to them to create a system of professional preparation far higher
than the minimum of the day and more diverse than a simple look at institutional histories would
imply” (pg. 7).
Moving forward and amongst the 1900’s, the state of teacher education was evident:
Preparing teachers in the era of a nation at risk (Fraser, 2007). Various types of schooling, both
formal and informal (academies, seminaries, high schools, institutes, colleges, universities)
underwent changing standards, restructuring curriculum, and alternative teacher preparation
models for many years. Although this was so, over the past two decades to present, there has
been a common goal of creating a profession with higher standards and prime means for
preparing teachers for the schools of the United States. Inevitably, standards in terms of years of
schooling prior to entering the classroom were increased, and teachers were expected to have
more education and specific professional preparation. Examining a midcentury consensus about
the education of teachers, Fraser (2007) noted that for the first time in the nation’s history, a new
uniformity had been created in the nation’s structures for preparing teachers. This was important
because a push for diversity to represent several emerging yet challenging trends and unique
learners was then, as it still is today, a complex part of the teacher preparation debate.
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Preparing teachers has been an ongoing concern over several years, and the goals of
improving teaching practices has evidently been consistent. Moreover, literature has exposed
changing demographics during the past two decades along with a plethora of challenges for
diverse learners (Fraser, 2007; Samson & Collins, 2012; Martin, 2019). In addition to this, an
examination of EL enrollment has indicated that educator preparation professionals, school
leaders, researchers, and policy makers should not only understandably pay increasing attention
to learning, but also to the teaching needs of students whose native language is not English
(Nutta, et al., 2012). A closer analysis of staggering statistics could help in developing realistic
educational goals and take into account the performance discrepancies teachers and learners face
in the classroom each day. Because the inclusion of ELs in general education classrooms has
increased, so has the “potential for accelerating ELs progress and elevating their ultimate levels
of achievement” in order for them to succeed (pg.5). It is no question that ELs are in need of
distinctive learning support. Therefore, careful examination of the support they receive through
the preparation of their teachers is necessary for improving educational outcomes (Samson &
Collins, 2012).

English Learner and Teacher Preparation Performance
The growth of ELs reading and language competency depends on teachers who are both
sensitive to their learning needs and capable of applying knowledge and skills specific to
meeting those needs (Samson & Collins, 2012). Research has indicated that they perform less
well on standardized tests and drop out of school at higher rates than their English-speaking
peers (Nutta et al., 2007). Presently, a large gap is associated with reading, writing, and learning
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in a new language, while simultaneously the NAEP has reported a historically underperforming
subgroup of students scoring below adequate performance levels on national literacy
achievement tests for decades (NAEP, 2013). Because data has revealed this trend, it has also
been predicted that fourth through eighth grade ELs will continue to perform respectively lower
than native students if their unique needs are not met (Samson & Collins, 2012). As they face
several linguistic, cultural, and literacy challenges in the classroom, it is implied that they may
not have attained the English language proficiency or subject matter content fully needed to
participate in mainstream instruction (Nutta et. al., 2012). Rather than assuming that ELs are
incompetent in specific academic areas, attention must focus on the foundational literacy skills
critical to their overall comprehension and language development.
To address the learning needs of ELs and be sufficiently prepared for instruction,
sustainability is vital to effectively teaching L2 students (Nutta et al., 2012). There are high
expectations for educating the growing population, and evidence shows that “majority of
mainstream teachers are unprepared to teach second language learners” (pg. 5). The National
Literacy Panel on Language Minority Children and Youth reported that ELs face challenges in
transferring conceptual knowledge and intellectual skills from their native language and in
making progress in English, which depends on the level of language proficiency when they begin
learning English and the strength of the literacy skills they have developed. Furthermore, due to
their increased inclusion in general education classrooms, providing high quality instruction is a
deliberate requirement implying that whether prepared or not, mainstream teachers are
responsible for enabling ELs to successfully learn academic content while developing language
proficiency. According to the research in conjunction with this information, supporting the
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development of ELs is a huge challenge for many mainstream teachers, whereas students’
English literacy skills, increasing progress, and ultimate level of achievement is dependent upon
the sufficient pedagogical approaches of their teachers (Nutta et al., 2014; Martin, 2019).
Conceptual knowledge is learned in different ways, and reading is one of the most
important. Because ELs struggle with reading and in-class activities, their conceptual knowledge
must be supported by their teachers (Silver & Kucer, 2016). Although this is so, students do not
succeed if they cannot read well, and according to the Working Group on ELL Policy (2010),
academic performance demonstrating good literacy skills is a high predictor of success
(Ziegenfuss et al., 2014). This further complicates the teaching of EL students due to the fact that
most teachers have had little or no training and preparation to address this population of learners
(Ziegenfuss, 2014; Nieto, 2000; Rueda & Garcia, 2001).
In a report to the National Clearinghouse for English Language Acquisition (NCELA),
Ballantyne, Sanderman and Levy (2008) compiled sobering statistics, which showed that
majority of classroom teachers have at least one EL enrolled in their classrooms, and only 29.5%
have received the professional development necessary to address the linguistic and cultural needs
of these students (pg. 9). The National Center for Education Statistics (NCES) found that 54%
of K-12 public school teachers had ELs in their classrooms, but only 20% felt that they were well
prepared to address students’ needs (Nutta et al., 2012, pg. 5). Additionally, Menken, Antunez,
Dilworth, and Yasin (2001) found that there were many states that required little of teachers
seeking an endorsement or certification for teaching ELs. These statistics are consistent with the
findings from several other researchers, which emphasizes that much needs to be done regarding
preparation for teaching ELs (Nutta et al., 2012). If it is expected for ELs to demonstrate reading
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competence at levels closer to their native speaking peers, adequately training and preparing
mainstream teachers is a major factor in doing so (Fountas & Pinnell, 2018).

Research Studies on Read-Aloud Practices for ELs
According to research related to key issues in L2 reading development, Grabe (n.d.)
explained that the purpose of many studies is a succinct summary of ideas that should support
more effective teaching and improve students’ reading abilities. While reading is complex, and
the development depends on engaging in several skills and processes, it was further explained
that becoming a successful reader of various types of texts requires a conscious intention to read
(Grabe, 2007). In academic contexts, this can be demanding and require language learners to
engage in a great deal of learning. Studies over the last twenty years have shown that L2
students have greater demands placed on them to become successful readers, which has placed
more demands on teachers (Grabe, n.d.). This research expressed that a critical factor in
teaching L2 reading is helping students understand that different tasks and different activities
involve differing levels of demand on comprehension. As ELs continue trying to function in
school systems where reading in a second language is a large indicator of overall competency,
their learning environments have become more complex as the level of expectations is higher
than ever before (Martinez, 2020).
Santoro, Chard, Howard, and Baker (2008), conducted a research study on the strategic
use of read-alouds to enhance vocabulary and comprehension. Teachers of 24 elementary
students noticed that the comprehensive reading program, which included small-group
instruction and intervention for English-language learners did not provide enough opportunities
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to: address important content areas, teach independent reading skills, and think about the ideas
they read. After reviewing national standards and considering read-aloud curriculum structure,
lessons were constructed around weekly units consisting of one narrative text and one
information text on a common science/social studies topic. Read-aloud lessons included making
text to-text and text-to-life connections before, during, and after reading, which were integrated
and later connected between books across units. Lessons also addressed literal and inferential
comprehension along with specific comprehension strategies (Santoro et al., 2008).
Results from the study indicated that enhancing read-alouds with comprehension
strategies and text-based discussions made a positive difference in students’ performance.
Students from classrooms using the read-aloud curriculum demonstrated higher levels of
comprehension and vocabulary knowledge, and they also included more accurate, higher quality
information in retellings. In addition to these findings, participating students could also speak
with more depth and metacognitive awareness about comprehension. The research showed that
explicit instruction and engaging discussions can promote comprehension and vocabulary as
students are learning to read. Overall, evidence suggested that the goal of teaching learners the
decoding skills needed to become better readers was achieved by building comprehension
through the use of oral language activities, listening comprehension, and text-based discussions
from read-aloud practices. This research provided a detailed description on the efficacy of readalouds for diverse learners, which resulted from the deliberate practices of their teachers (Santoro
et al., 2008).
As systematic implementation of reading strategies is important to teachers as well as
learners, a study by Giroir et al. (2015) examined read-aloud routines for ELs and the successes
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and challenges experienced during reading lessons. As part of a research and demonstration
project focusing on optimizing instruction for ELs, the study investigated K-3 teachers at three
elementary schools who implemented a read-aloud routine to enhance vocabulary and
comprehension skills of non-native English students. The routines particularly extended the
read-aloud methods proposed by Hickman, Pollard-Durodola, and Vaughn (2004), which
included linguistic supports for ELs and principles of culturally responsive pedagogy.
Teachers’ routines included key instructional features to deepen instruction in storybook
reading and vocabulary skills. Thirty minute daily teaching cycles involved: Choosing a
culturally relevant story or expository text of interest to students; Using the read-aloud routine
during daily instruction with both mainstream texts that were part of the district adopted
curriculum (Before Reading); Completing two full readings of a chunk of text, adequately
priming students’ background knowledge, drawing on multimodal elements of the text, and using
prosody while emphasizing key ideas, events, and new vocabulary (During Reading); Deepening
comprehension of new language and content through extended discourse about the text regarding
students’ own experiences (After Reading) (Giroir et al., 2015).
Data sources of the study consisted of focus group interviews with teachers and leaders
per grade level, anonymous teacher surveys on the usefulness and sustainability of the routine,
formal/informal classroom observations, and teacher work collected during job-embedded
professional development (JEPD). Teacher interview reflections and responses were coded for
themes, and the data analysis included continuous comparison of sources and triangulation to
corroborate individual and comprehensive findings. After two rounds of classroom observations
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and teacher interviews, the data showed that students were highly engaged in the vocabulary,
text, and interactive activities of the read-aloud routine.
Approximately 98% (N=46) of teachers who completed and returned the anonymous
surveys rated the routine “Useful to Very Useful” to their students, and 96% (N=45) rated the
routine “Likely to Very Likely” to be sustainable at their campus. Majority of teachers described
a noticeable boost in students’ word awareness and curiosity and confirmed students’ ownership
of new vocabulary along with their ability to recognize and use words learned during the readaloud in multiple contexts (Giroir et al., 2015). For this study, researchers considered key
applications of second language acquisition related to literacy instruction.
Although there are few studies on read-aloud practices for ELs, there is considerable
interest in the topic. Relevant research has established the effective contributions of read-alouds
to students’ comprehension development (Fisher, Flood, Lapp, & Frey, 2004; Hickman, PollardDurodola, & Vaughn, 2004; Santoro et al., 2008). Beck and McKeown (2001) explained that
read-aloud activities build background knowledge, language, and listening comprehension skills.
McGee & Schickendanz (2007) described an interactive read-aloud as “a systematic approach
that incorporates teachers’ modeling of higher-level thinking, asking thoughtful questions calling
for analytic talk, prompting children to recall a story in some way within a reasonable time
frame, reading a single book repeatedly, and reading books related by topic” (pg. 742).
This relevant research corroborates with ongoing studies that have been conducted over
the last few years. Teachers’ implementation of read-alouds has shown prominence, which can
provide the ideal approach for introducing and talking about new words and also speaking with
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more depth and metacognitive awareness about comprehension (Santoro et al., 2008). Readalouds have been said to deepen understanding of text structures, which are frames for
identifying important information and connections between ideas. They facilitate text-based
discussions necessary to acquiring vocabulary and understanding, thus providing an ideal teacher
and student-centered approach (Williams, 2005; Santoro et al., 2008). This is significant for
second language learners who are both at risk and/or on track for successful L2 reading
development (Santoro et al., 2008).
Omar and Saufi (2015) examined storybooks during read-alouds to enhance students’
comprehension skills in ESL classrooms. This research suggested the read-aloud strategy to be
the most highly recommended activity for encouraging language and literacy. It specifically
identified the comprehension strategies used by teachers during their read-aloud sessions,
matched teachers’ current practices using the comprehension strategies to the identified practices
for the approach, and obtained teachers’ perceptions of their current practices of the
comprehension strategies during reading aloud in their English language classrooms.
Participants of the study included three primary school EL teachers in rural school
settings. Qualitative research methods were employed, primary data was collected through an
observation protocol, and secondary data was obtained through interviews. Findings revealed
that the teachers used a few of the comprehension strategies that were proposed by researchers in
the field. It was explained that teachers utilized strategies, which were relevant to their teaching
context and that proposed the need to provide teachers with knowledge on the best practices for
conducting a read-aloud to develop ESL students’ comprehension skills. As the purpose of the
study was to investigate whether the teachers used research based read-aloud techniques, it was
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also determined that teachers need to conduct read-aloud sessions in an interactive manner to
provide opportunities for students to benefit in terms of improving their receptive and expressive
skills in English and to become better readers. The study showed the beneficial effects of
implementing effective read-aloud practices and the positive influence on second language
reading performance (Omar & Saufi, 2015).
Not only have read-aloud strategies shown evidence for improving reading proficiency of
ELs at lower grade levels, but they have also had a similar effect on high school students as well.
The aim of a study by Rahimi and Farjadnia (2019) was to investigate the effects of interactive
read-alouds on EFL learners’ development of writing skills. Forty-six high school students were
selected as the experimental (n=23) and control (n=23) groups. To assess students’ writing
ability at the entry level, the Key English Test (KET) was used as the pretest. In the
experimental group, reading was taught using the interactive read-aloud technique, and in the
control group students were taught through conventional silent reading instruction including a
three-phase cycle of pre-reading, reading, and post-reading. Writing was taught to both groups
through a seven-phase process including pre-writing, writing, response-providing, revising,
editing, post-writing, and evaluating (Rahimi & Farjadnia, 2019).
After both groups received treatment, the writing section of the KET was used as the
post-test to measure students’ writing improvement. A one-way analysis of covariance
(ANCOVA) was used to analyze the data. Results showed a significant difference between the
experimental and control group’s writing ability after controlling for the entry-level writing in
favor of the experimental group.
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While the study focused on examining students’ literacy skills with emphasis on writing,
the findings revealed that teaching reading through the use of the interactive read-aloud
technique can have a significant effect on the development of students’ writing abilities.
Descriptive statistics specifically showed that the experimental group outperformed the control
group in the post-test, which indicated that interactive read-aloud instruction caused a higher
level of writing ability among the experimental group in comparison to the conventional reading
instruction. This research underscores the importance of the application of integrated skills in
language instruction. It favors oracy and literacy as an indispensably, interrelated, and
complementary role in language acquisition (Rahimi & Farjadnia, 2019).
Interactive read-alouds are viewed as the most consistent activity used by teachers that
provide opportunities to enhance the literacy of ELs (Hickman et al., 2004). According to a
study on Spanish English learners, Hickman et al. (2004) found that teachers guide their students
using different types of open-ended questions in order to gauge students’ comprehension of the
story, which gives opportunities for students to draw conclusions, inferences, make predictions,
and elaborate upon their ideas using higher level language skills. It was also discovered that
teachers expanded their students’ comprehension by allowing discussions in relation to their own
experiences. Mitchell (2003) and Sipe (2008) emphasized that making text-to-self connections
allow students to think about their own experiences as they read and make personal connections
to make reading more meaningful, consequently becoming better readers.
As teachers prepare to engage in read-aloud techniques for non-native English speakers,
research has stressed the importance of interactions with pupils and engaging in understanding
the story through a variety of prompt types during reading sessions in order for it to be the most
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beneficial (Omar & Saufi, 2015). This critical engagement involves the ability to recognize
words and sentence structures, which are important aspects of reading. Thus, teachers becoming
adept in EL specific instructional practices can lead to enhancing this skill (Nutta et al., 2012).

Theoretical Framework
During the last decade there have been many debates among language educationists and
researchers regarding the most effective strategies for teaching ELs (Rahimi & Farjadnia, 2019).
While there is no scarcity of evidence documenting how ELs have lagged behind in reading
success, the focus has shifted to teachers who have the responsibility of leading the pathway
through specific types of differentiated approaches. Rahimi & Farjadnia (2019) explained that
the journey from behaviorism and cognitivism to functionalism and interactionism has had a
huge effect on the development of different types of approaches and strategies to teach ELs. In
addition, it was stressed that as for reading, a more active role for readers has been proposed in
recent years by the emergence of sociocultural views towards language learning.
Read-aloud strategies have proven to be highly recommended for encouraging language
and literacy, and research has discussed that effective read-aloud sessions promote a variety of
skills and abilities, which assist students in developing their comprehension skills as well as in
their learning of the English language (Omar & Saufi, 2015). Read-aloud techniques have a
profound effect on vocabulary development (Whitehurst, Crone, Zevnbergen, Schultz, Velting,
& Fischel, 1999), assists children in acquiring literary sentence structures (Purcell-Gates,
McIntyre, & Freppon, 1995), and allows for children to be sensitive to linguistic and
organizational structures of literary texts (Duke & Kays, 1998). Martin (2019) noted that
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teachers possess a value for ELs and the need to identify barriers related to their learning,
communication, and comprehension. In accordance, past implications along with those of
present date have led to the call for the improvement of instructional practices and teaching
techniques in order to heighten literacy outcomes (Fountas & Pinnell, 2018).
Several researchers have acknowledged that the teacher’s role is most important in
promoting growth and enhancing language and reading development for language learners (Beck
et al., 2001). As children play an active role in their language acquisition by constructing their
language, it is the teacher who encourages their interactions (Gaskins, 2003). Among prominent
theories, the cognitive development theory postulates that children develop language through
their activities. It has been explained that children are not passive learners of language,
therefore, by engaging in various activities through read-alouds, children develop cognitive
processes, including language development (Morrow, 2005; Omar & Saufi, 2015). This
reinforces the idea of actively involving language learners in challenging reading activities to
explore the reading process (Barrentine, 1996). This also highlights the importance of the the
teachers role in facilitating their learning and building upon key skills.
Lave and Wenger (1991) referred to learning as a situated activity associating the phrase
legitimate peripheral participation. In this context, learners participate in a community of
practitioners and are assimilated into the sociocultural practices of a community as competence
is gained through knowledge and acquired skill development. Particularly, situated learning
emphasizes the relations among persons and activities overtime, and in communities of practice
is the existence of shared practices and beliefs. Wenger (1998) further emphasized this model of
learning as inclusive of four components; community, identity, meaning, and practice.
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Viewed as a situated learning theory, communities of practice describes learning in social
and situated contexts. As central to a community and through practice, relationships are formed
and identities are developed (Moule, 2006). There are three dimensions essential to a
community: mutual engagement, joint enterprise, and shared repertoire. More specifically,
research expressed that practice involves learning as doing, participation with the aim of
achieving shared goals, and reification through the use of objects and shaped experiences, which
all contribute to identity formation (Wenger, 1991; Wenger, 1998; Moule, 2006).
As classroom teachers develop a repertoire of instructional techniques that address ELs at
different proficiency levels, specific tools and techniques are beneficial in providing
communication supportive to ELs building their reading proficiency and language skills. With
the knowledge and experience gained through practice over time, teachers strategically address
teaching demands as well as learners’ achievement gaps and academic gains. In a systematic
way, the communities of practice theory explores social practice, meaning, identity, and the
intersection of issues that teachers face when providing instruction for ELs.
In addition, another relevant theory is based upon the idea that a learner’s environment
plays a pivotal role in learning development (McLeod, 2018). The sociocultural learning theory
(SCT) according to Vygotsky is described as a range of social interactions between an adult and
a child. The zone of proximal development (ZPD) is further defined as “the distance between
the actual developmental level of the learner as determined by independent problem solving and
the level of potential development as determined through problem solving under adult guidance,
or in collaboration with more capable peers” (pg. 1). Billings & Walqui (2017) explained that
this is a key theory, which entails performing parts of a task independently, but also with the help
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of a more knowledgeable individual scaffolding ideas to help complete the task. This
emphasizes that the teacher plays a crucial role in development (Morrow, 2005; Omar & Saufi,
2015).
As teachers instruct in small steps according to tasks that are able to be done
independently, understanding the ZPD is said to help plan targeted instruction for whole class,
small groups, and individual students (Knestrick, 2012). This is significant because it aligns
classroom teaching strategies to students’ ZPD, which can help more effectively guide their
learning. This is characterized by enabling the application and modification of what is learned to
new situations (Billings & Walqui, 2017).
The ZPD can not only be applied to both teachers and learners as they are connected.
Vygotsky's sociocultural theory has been practiced with English learners because it consists of a
cultural approach in addition to an educational approach. Previous research has described
several benefits due to the involvement of social interaction, cultural involvement, and all
components of the teaching environment, which provides a foundation of comprehension for the
English language (Lee, 2015). As it includes a relationship between the teacher and student,
Klem and Connell (2004) explained that this type of social interaction allows teachers to create
organized learning and engaged materials for better classroom learning experiences.
ZPD is said to occupy a central place in the relation between learning and development
holding two key elements, which are the notions of potential development of the learner and the
role collaboration plays in the learning process (Podolskiy, 2012). The learner’s potential
development refers to the space beyond current capabilities and understandings, in simpler terms,
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that which a learner is capable of, but has yet to achieve (Billings & Walqui, 2017). Research
has also emphasized that “the potential of ELs is comprised of their intellectual, linguistic, and
creative strengths waiting to be built upon as they engage in activities enabling them to apply and
modify what they have learned to new situations” (pg. 1). This reinforces the perspective
involving teachers and peers as an essential element of the learning process, which requires
“appropriate guidance, modeling, and assistance, all of which are provided through
collaboration” (pg.1). Viewing learning as a social process, this plays a significant role in
productive work between teachers and students.
As such, experts in the field of second language acquisition and research encourage effective
interactions during reading instruction to provide opportunities to enhance literacy for ELs
(Hickman et al., 2004). Deliberate interactions cannot occur without teachers engaging and
intellectually stimulating learners, as the process entails a pedagogical balance of high challenge
and support (Billings & Walqui, 2017). As ZPD is one of the most commonly used terms in the
field of education, the implications of having this understanding highlight the critical role that
collaboration plays in the language learning process. In addition, communities of practice as a
situated learning framework provides a theoretical basis for gaining professional, work related
competence and mutual engagement in a social environment that benefits both mainstream
teachers and learners.

Preparing Teachers to Reach English Learners
A close examination of the growth in EL enrollment indicates that all teachers should be
prepared to effectively teach ELs in mainstream classrooms (Nutta et al., 2012; Nutta et al.,
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2014). The impactful role of teachers involves practices that are research based and supportive
of language development and reading proficiency, which is critical to overall learning success.
As literacy translates across all core subject areas, ELs at various proficiency levels must meet
state standards and respective performance scores attesting their literacy skills and overall level
of English proficiency (Genesee et al., 2005). The existing gap is due in part to difficulties
associated with reading, writing, and learning in a new language, which research has confirmed
(Nutta et al., 2012).
To address gaps and existing reading proficiency concerns, read-alouds are considered
well-established instructional strategies, which use a direct instructional approach and provide
second language learners the opportunity to comprehend to stories they may not be able to read
on their own (National Reading Panel, 2000). It is ideal for teachers to read the story to children
and interact by posing questions as well as focusing on challenging lexical items in order for
complete comprehension of the story and for children to respond using language showing
adequate levels of comprehension (Beck, Mckeown, & Kucan, 2002). An effective read aloud is
inclusive of teachers: Reading and discussing the story with the children; Introducing and
repeating target words; Introducing child-friendly definitions; Sharing examples of the words in
contexts that are different from contexts in the story; Engaging the children in thinking about and
using the meanings of the words (Beck et al., 2002). Through these actions, teachers help to
bridge the classroom communication gap by developing their own strategies as an essential role
and responsibility in students’ learning (Nutta et al., 2014).
Mainstream teachers who are at the forefront of instruction, can promote learning for ELs
when they provide collaborative learning opportunities, accept and appreciate the use of
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language, and present challenging material that is related to students’ interests (Pappas, Varelas,
Patton, Ye, & Ortiz, 2012). This view is consistent with theories and interactionist models in
SLA that are most important to second language learners and the complex learning process,
which involves meaningful instruction, exposure to both language and content, and deliberate
interactions between the teacher and student (Grabe, 2009; Lee, 2015; Vygotsky, 1978). As a
major concern, adequately preparing teachers to provide an optimal language development
environment is critical and necessary for the ultimate achievement of English learners (Nutta et
al., 2012).
Preliminary research has continued to emerge and address the positive impact of teacher
preparation. Nutta et al. (2012) explained that when mainstream teachers differentiate
instruction to accommodate ELs at multiple levels of English proficiency, they attend to
successful expression, comprehension, meaning, and support language acquisition through
interaction. Thus, among the many benefits of read-alouds for ELs, which infuse interactive
discussions, authentic context, and accessible academic language, are the meaningful ways that
language and vocabulary are contextualized to support and deepen understanding (Giroir et al.,
2015). Most importantly, sustained efforts of teachers are necessary for ELs to strengthen their
overall literacy skills and make progress in language and literacy development (Nutta et al.,
2012). Developing reading competence being one that is most critical, is a key factor in attaining
proficiency and improving literacy achievement scores. The degree to which teachers play an
extremely significant role cannot be ignored. Therefore, to meet ongoing challenges faced in
classrooms on a daily basis, the responsibility has inevitably been placed on teachers, who must
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be prepared in order to make a difference and effectively support the success of their unique
English learners.
Effectively reaching ELs is dependent upon the self-efficacy and knowledge of teachers,
meaning that methods must involve adjusting communication in various ways. While education
as a whole, standards, and requirements continue to change, their presence and versatile
knowledge is crucial to closing a persistent achievement gap (Genesee et al., 2005). A shared
goal of teacher education programs is to help strengthen and prepare teachers to meet the needs
of diverse students in a variety of educational settings and learning environments (virtual and in
person) (Dieker et al., 2014). Thus, innovations such as TeachLive (an avatar-based simulated
classroom environment that combines human intelligence and computer animations) is vital for
teaching as well as learning. In this virtual/mixed reality setting, teachers improve skills in
communicating with ELs receiving immediate coaching and feedback prior to the face to face
classroom setting (Regalla et al., 2016). Because standards for accreditation of teacher
preparation programs call for clinical experiences with diverse students and ELs, this type of
environment can be used to evoke personalized learning and the suspension of disbelief by
providing teachers with an environment similar to a real classroom (Regalla et al., 2016, pg. 344;
Dieker et al., 2014).
In order to provide practice and experiences in areas with low numbers of ELs, mixed
reality and simulation classrooms are very essential (Regalla et al., 2016). A simulation
classroom was created by faculty in the College of Education and Human Performance and the
College of Engineering and Computer Science at UCF to provide teacher candidates with
opportunities to engage in teaching practice and work with student avatars at different
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proficiency levels to meet a variety of instructional needs. Not only does the simulation
classroom provide teacher candidates with opportunities to practice teaching abilities, but it is
also preparation for what may be experienced in challenging teaching and learning situations
(Regalla et al., 2016). Receiving practice along with immediate feedback is a practical way to
improve classroom communication skills with ELs before starting teaching careers and
becoming responsible for the education of diverse learners (Regalla et al., 2016).
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CHAPTER THREE: METHODOLOGY
This study focused on the interactions of teacher candidates (TCs) developing the reading
comprehension and language proficiency skills of English learners. While read-aloud
engagement is not only one of the foundational elements important to the development of
literacy, it is also the single most important activity a teacher can do to promote success in
reading (Neuman et al., 2000). With emphasis on reading as an essential literacy ability,
teachers used two paired MELTS skills (5 and 6) to provide opportunities for extended teacher
talk and instructional conversations with real EL students and also EL avatars as they
demonstrated comprehension in the TeachLive classroom. MELTS skill 5 focused on improving
academic reading comprehension and vocabulary levels of elementary ELs with teacher readalouds, while Skill 6 focused on creating successful post read-aloud discussions. This research
examined the critical role of reading proficiency and in addition to observations and evaluations
of TCs on the following areas: content of instructional activities; interaction with ELs regarding
pacing, tone, gestures, and vocabulary level; appropriateness of delivery for proficiency level.
Based on the rising achievement gap, which has revealed discrepancies involving teachers of
ELs in mainstream classrooms, qualitative data and analysis was employed to emphasize how
prepared teachers influenced the comprehension levels of ELs in challenging and diverse
learning environments.

Research Design
This research study focused on the interactions, perspectives, tools and techniques of EL
teachers in mainstream classrooms. Based on a qualitative approach, information conveyed
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through language and behavior captured underlying data regarding beliefs, values, and
perceptions of teacher preparation. Although the research produced findings that were not solely
based on statistical procedures or other means of quantification, conclusions represented multiple
realities and deeper insights into the experiences of elementary ELs and their teachers. As rigor
brings forth vital learning, research on the topic of adequately preparing teachers to reach ELs
has revealed a need to analyze data that provides a deeper understanding of the preparation,
practices, approaches, and dispositions of teachers who are placed at the forefront of educating
second language learners (Samson & Collins, 2012).
Data collection and analysis procedures entailed a thick and detailed explanation of
participants’ thoughts, opinions, and dispositions. The information covered textural and
structural descriptions that expressed an overall comprehensive view of experiences between
teachers, coaches, and ELs. Creswell (2007) explained that qualitative data analysis is
systematic, whereas meanings of actions reveal a holistic understanding of human experiences in
specific settings. Duff (2007) further delineated that through appropriate analysis and
interpretation of data, educators make informed decisions that positively affect student outcomes
generating new knowledge and innovative direction. This study presented data to promote
MELTS preparation in support of improving reading proficiency and language development for
ELs, instructional tools/techniques for mainstream teachers, and the overall efforts to achieve
high educational outcomes.
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Research Site and Participants
Participants included five undergraduate students and teacher candidates at the University
of Central Florida. Three of the participants were Elementary Education majors (Junior, Junior,
Senior), one was an International Relations and Global Studies major (Sophomore), and one was
a Political Science major (Sophomore). Each TC was female, between the ages of 19 and 23,
and had limited experience working with ELs in different settings. These settings included a preschool, daycare, church, and service learning at elementary/middle schools. Because two of the
TCs were not education majors, their preparation levels differed from the remaining three who
had TSL 4080 (Theory and Practice of Teaching ESOL Students in Schools), which is a course
that covers EL strategies and provides opportunities for volunteer experiences working with real
ELs and EL avatars in TeachLive.
ESOL infusion in Florida is very important as programs require candidates to have
preparation in teaching and assessing ELs (Nutta et al., 2012). Specifically, the One Plus Model
of EL Infusion inspired by communicative elements of interactionist approaches to SLA
(receiving comprehensible input, producing meaningful output, and participation in interaction
that accelerates language learning) stemmed from a Florida initiative to create a comprehensive
framework to prepare teachers to reach ELs. It includes various measures to incorporate a focus
on teaching ELs through specific preparation curricula. Not only does the One Plus Model of
Infusion encompass aspects of teacher preparation, embedded courses, field/clinical experience
candidate assessment, faculty development, and scholarship, but also program administration,
evaluation, and accreditation. It has continued to promote the important qualities of
interconnectedness, cohesion, and interdisciplinarity by endorsing comprehensive, curriculum
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wide infusion and elevating participation of ESOL faculty and specialists with content area
faculty, administrators, and stakeholders (Nutta et al., 2012).
During the fall semester, TCs were enrolled in TSL 4240: Issues in Second Language
Acquisition. This course enabled students to understand the process of acquiring a first and
second language and examined key similarities and differences specific to SLA. In addition, it
examined nuances of pronunciation, places of origin of sounds and how one’s culture,
geography, and other factors influence different versions of dialects. Basic aspects of the
English language such as phonology, morphology, syntax, semantics, grammar, pragmatics and
discourse analysis from a linguistic perspective equipping ESL, EFL, and content area teachers
to develop ESOL instructional strategies, are explored by the end of the semester.
The content in TSL 4240 focused on teacher candidates acquiring linguistic knowledge to
help with understanding issues that ESOL students face in K-12 schools, ESL settings in the
United States, and in EFL contexts abroad. Successful completion of all requirements included:
•

Articulating how a student’s L1 influences the L2

•

Modifying teacher classroom language according to a student’s L2 ability

•

Defining and giving examples of SLA terminology from the linguistic perspective

•

Applying the IPA symbols used in English to complete transcriptions

•

Identifying problematic English sounds according to the ESOL student’s L1

•

Identifying the parts of speech with 100% accuracy

•

Explaining and giving examples of how teaching English to native English
speakers differs from teaching ESOL students
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•

Identifying, exposing, and re-examining cultural stereotypes

•

Determining and using appropriate instructional methods, strategies, and
knowledge of first and second language acquisition processes

•

Employing interpersonal and communication strategies to encourage positive
relationships with ESOL students

•

Applying content-based ESOL approaches to instruction

While enrolled in the course, participants were assigned skills 5 and 6 MELTS modules
to support reading comprehension and language development of ELs. As a federal grant at UCF,
the MELTS project provides quality materials and live teacher and student experiences to
enhance their English learner teaching skills (MELTS, 2018). In addition to ten video-based
modules of instructional skills that support each English proficiency level, digital badges are
earned to recognize teachers who demonstrate teaching excellence when working with ELs.
While there are a total of thirteen badges, ten recognize targeted content teaching skills for
various WIDA Levels, and three recognize high achievement and mastery of all badges.
The thirteen skills that are demonstrated for teachers of ELs at different levels of
proficiency include: (1) Leading a questioning sequence in social studies; (2) Teaching a
classroom procedure; (3) Pre-teaching key vocabulary of a science lesson; (4) Teaching a
mathematics lesson segment; (5) Teaching a language arts lesson segment with small group
questioning; (6) Leading a follow-up discussion of the language arts lesson; (7) Using templates,
sentence frames, and sentence starters to scaffold a writing assignment; (8) Conducting an
informal reading inventory; (9) Conducting a writing assessment and providing level; (10)
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Discussing students’ progress at a parent conference; (11) Mastery level 1 – successful
completion of all modules and demonstrated mastery of five of ten skills; (12) Mastery level 2 –
successful completion of all modules, skills, and demonstrated mastery in all ten skills; (13)
Mastery level 3 – successful completion of all modules, skills, and demonstrated mastery in all
ten skills plus mastery above expectation (MELTS, 2018).
Content and assessment were developed through a grant provided by the Federal
Department of Education’s Office of English Language Acquisition (MELTS, n.d.). For this
particular study, TCs were involved in teaching differentiated EL read-aloud strategies using
MELTS skills 5 and 6 to enhance reading and vocabulary. For successful badge completion,
participants engaged in module content, digest readings, quizzes, TeachLive coaching sessions
with EL students/avatars, and badging evaluations. Although other skills were excluded from
the study, the development of reading comprehension can apply to each subject area as a part of
overall academic success.
TCs had the opportunity to practice with real second language learners in addition to the
EL avatars. Through various activities, they gained experience observing and interacting in
person with real students during practice sessions and EL avatars for the final evaluation session
– all at various proficiency levels, while simultaneously addressing individual learning needs.
Each of the following 6 steps were accomplished before they earned a MELTS digital badge: (1)
Read and Study – Digest & Quiz; (2) Watch and Learn – Video & Quiz; (3) Prepare and Practice
– Skills Practice & Coaching; (4) Reflect and Refine – Coaching Reflections; (5) Demonstrate
and Achieve – Assessment and Badging Evaluation; (6) Access to Digital Badges – Microcredential Badging.
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After TCs completed the first two modules, they each engaged in skills practice and
coaching with three elementary ELs for practice first, and then in a mixed reality TeachLive
classroom with the EL avatars for the final assessment second. They interacted by teaching
reading lessons, but in the second session, they worked with virtual EL avatars who responded to
verbal instructions, questions/prompts, and feedback. The avatar class consisted of five students
with the persona of ELs who adapted to meet a variety of instructional needs. World Class
Instructional Design and Assessment (WIDA) is dedicated to high standards and equitable
educational opportunities for English learners, hence English language development (ELD)
standards framework specifically promotes equity for multilingual learners and teaching content
and language together (WIDA, 2020). In both settings (face to face virtual), TCs taught
language and content through the use of read-aloud strategies to enhance reading, which is a
critical literacy skill adhering to the WIDA and ELD framework.
Data Collection
At the beginning of the study, the researcher explained the purpose of the research,
thoroughly answered questions, addressed concerns, and informed participants of voluntary
participation as well as confidentiality before beginning data collection. As information was
gathered, the privacy of participants was respected by using pseudonyms. All results were
disclosed including multiple perspectives and contrary findings. Prior to conducting the
research, approval from the Institutional Review Board (IRB) was granted based upon accepted
revisions. An essential step in this process was gaining permission to conduct research on-site
and virtually and conveying how it would provide the least disruption to educational activities.
Based on IRB guidelines and related principles (respect for persons, concern for welfare, and
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justice), the researcher reported honestly and in no way that would harm or deceive the respected
participants. The researcher also established a supportive and respectful relationship without
stereotyping and using labels that participants did not embrace. Each participants’ individual
perspective was acknowledged and represented throughout the entire study (Creswell, 2007).
This study focused solely on MELTS skill 5 (Whole Class Read Aloud) and skill 6
(Leading a Discussion from a Read-Aloud). As a part of TSL 4240, TCs participated in
sequential activities to meet course requirements and received MELTS digital badges as they
demonstrated effective EL teaching performance. As pre-service teachers and part of a federally
funded project at UCF, each candidate worked towards enhancing instructional skills for
mainstream classroom settings. Throughout phases one (background and description of the
research), two (skills 5 and 6 MELTS modules), and three (demonstrate and achieve), TCs
performed skill specific behaviors that were most effective for working with ELs.
For the first module, Read and Study, TCs read a research-based article and completed a
Reading Digest Quiz. Next, TCs proceeded to the Watch and Learn module, which included a
video of teachers interacting during lessons with ELs. After watching the video, a Video Quiz
was completed. Following this, participants prepared an activity for the skills practice and
coaching session, and feedback for each teaching skill was provided. A Skill Practice Reflection
form was submitted afterwards and they prepared for the final badging evaluations. In this final
phase, performance was assessed based on interactions with ELs in the TLE classroom with EL
avatars. At the conclusion of the six modules per MELTS skill and upon passing scores for
completion, TCs earned digital badges to recognize their achievements.
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Data was collected and analyzed through qualitative methods to gather information on
TCs’ oral adjustment to support reading comprehension for ELs with varying levels of English
proficiency. Participation in coaching and evaluation sessions/observations, written reflections,
audio/video recordings were not optional. However, the participation in interviews were based
on individual preference. A qualitative approach was suitable for providing detailed experiences
of the participants and also viable for deriving valuable insights significant to the purpose of the
research. All data, findings, and conclusions were centralized through a process of coding,
categorizing, and discovering patterns and themes in support of each form of data. Carefully
formulated themes throughout the entirety of the study led to results representative of: the initial
goals/aims of the study, insights/perspectives of the teacher candidates, and the overall mission
of the MELTS program to improve preparation for elementary teachers as they supported the
academic achievement and language development of ELs.

Instruments
The instruments used to evaluate MELTS skills performance included: (1) Coaching
Protocol Forms, (2) Skill Practice Reflections, (3) Performance Evaluation Rubrics, (4) and
Interviews. Each was used as an observational tool and protocol to assess performance based on
specific indicators and questions.
The MELTS Coaching Protocol Form was used by the coach to evaluate the practice
coaching session. This included a one-on-one coaching session, and TCs were given feedback
on each teaching skill separately. During the practice experience with three elementary ELs, TCs
were given in-the-moment guidance and feedback to review.
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The Skill 5 Coaching Protocol Form (Appendix E) consisted of “Yes” or “No” indicators
that were marked if participants demonstrated the following: Facial expressions; Gestures and
body language; Vocal dynamics; Intentional Pausing; Character voice changes; Exaggeration;
Expressive intonation; Use of props/visuals to address vocabulary or abstract concepts; Checking
for understanding throughout the story; Clear enunciation and varied pace; Engaging all learners.
This form was completed by the instructor who coached the session.
The Skill 6 Coaching Protocol Form (Appendix F) included the indicators “Yes” and
“No” that were marked if the following strategies were observed by the coach and demonstrated
by participants: Relevant topic discussion points; Appropriate questioning and prompts;
Relevant/appropriate visuals, vocabulary guides, and sentence frames; Discussion appropriate for
Level 1 & 3; Clear pace and enunciation for Level 1 & 3; Actively engaging both learners. This
form was also completed by the instructor who coached the session.
The Skill Practice Reflection was used to collect information regarding TCs’ overall
practice experiences and additional information on the perceptions of coaching and feedback
sessions provided through MELTS preparation activities (Appendix G and H). TCs submitted a
1-2 paragraph reflection describing thoughts and reactions to the module content and activities.
They also addressed whether the practice experience was helpful in preparing them to work with
second language learners. It included four questions per skill and was submitted in Webcourses
within 48 hours of the practice session.
The Skill 5 Performance Evaluation Rubric (Appendix I) was used to assess overall
performance during the final evaluation session with scores ranging from 0-Below, 1-At, 2-
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Above, 3-Outstanding for specific observations. Two evaluators assessed each skill, and TCs
had ten minutes to demonstrate required competencies. “Presentation” and “Skill Specific
Behaviors” included: Using gestures and movements, checking for understanding, enunciating
clearly and speaking at a comprehensible, appropriate pace, using intentional pausing, using
vocal dynamics, using expressive intonation/exaggeration, and using character voice changes.
For MELTS Skill 6, two evaluators also assessed skill performance, and TCs had ten
minutes to show required competencies (Appendix J). TCs were evaluated on “Presentation”
and “Skill Specific Behaviors” demonstrating: Using gestures and movements, using visuals and
props, engaging both EL Levels 1 and 3, enunciating clearly and speaking at a comprehensible,
appropriate pace, using appropriate prompts, questioning, and sentence frames for Level 1 and 3
ELs, steering discussion using relevant/appropriate visuals, props, and vocabulary guides for
Level 1 & 3 ELs, and checking for EL understanding. TCs were specifically scored on the ability
to demonstrate required competencies, with scores ranging from 0-Below, 1-At, 2-Above, 3Outstanding holding equal value.
Interview questions focused on TCs perceptions of MELTS and overall teaching
preparation experience (Appendix U). Questions aimed to elicit responses regarding experiences
during interactions with the coaches, EL students, and EL avatars. The purpose of the interview
was to gain additional insights and validate responses from the checklists, rubrics, and
reflections.
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Data Analysis
Creswell and Poth (2018) explained the importance of being cognizant of the different
variations of qualitative approaches. As respected, for the data analysis, instruments focused on
factors necessary for building instructional skills and effectively reaching ELs proficiency
different levels (MELTS, 2018). Also, as an interpretive process, the study described the
experiences of the participants setting aside the perspective(s) of the investigator, and the
researcher followed systematic steps for the analysis and procedures. The researcher examined
the type of problem, sought to understand common experiences to improve policies and
practices, and aimed to develop a deeper understanding about the topic. Moustakas (1994)
explained the importance of creating structure in qualitative research. Therefore, the chosen
participants of this study provided data based on experiences that revealed common
understandings, which impacted the selection of methodological procedures.
Data analysis involved: a review of the initial questionnaire about background teaching
experience prior to MELTS preparation; a review of the practice coaching sessions
(checklist/rubric and observational data) that took place with a MELTS coach; a review of the
skills practice reflections and summaries describing reactions to the practice experience; a review
of the MELTS skills badging and evaluation sessions (checklist/rubric and observational data);
transcriptions of all interviews and evaluation sessions with participants; employment of
Colaizzi’s (1978) phenomenological framework; the application of NVivo qualitative analysis
software.
Several strategic actions uncovered the genuine experience of the topic under
investigation, which explored each of the seven components outlined in Colaizzi’s framework.
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Careful study of participants’ descriptions of interactions throughout each phase of the study
helped to acquire a sense of the whole experience. The researcher followed important steps,
such as: familiarized and read the data several times to acquire a sense of each transcription;
extracted and formed a list of essential and relevant statements; formulated meanings and
grouped/bracketed essential statements to form larger meanings; organized clustered themes and
examined emergent/common themes by meanings; described and integrated themes, clusters, and
larger meanings regarding the shared experience and phenomenon under study; produced
fundamental structure and reduced exhaustive descriptions to capture specific aspects deemed
essential to the study; verified fundamental structure and returned to the participants for
modifications, member checking, and verification of data, statements, and analysis; and used
NVivo software to organize, code, analyze, and articulate all forms of data.
As a part of an iterative process, review of the (a) initial questionnaire, (b) skills practice
coaching sessions and reflections, (c) transcripts from each TeachLive badging and evaluation
sessions, (d) and responses from TCs interview sessions led to important themes within the
research. Due to a large amount of qualitative data, NVivo software was beneficial in coding
and condensing information to reach the most salient themes. In addition, the researcher used
Lucid Chart and Microsoft Word Smart Art to create charts and figures for organizational
purposes. The researcher followed utilized NVivo software with the purpose of uncovering rich
insights and clearly articulated findings, which included:
•

Step 1 (Importing) - Inserted all reflections and transcripts of interviews and evaluation
sessions in the data files folder
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•

Step 2 (Organizing/Coding) – Searched, dragged, and dropped specific content (quotes,
phrases, key words) from data files into a codes folder

•

Step 3 (Organizing/Cases) – Classified cases/participants and attributed characteristics
per teacher candidate, activity, and phase (1,2,3) of the research study

•

Step 4 (Organizing/Notes) – Created memos and annotations (reflections, transcripts
and evaluation sessions) according to each TC with comments on before, during, and
after MELTS preparation activities

•

Step 5 (Exploring Queries) – Used the query crosstab for data insights and correlations
in coding and ran the search criteria to generate query results (differences and
commonalities)

•

Step 6 (Exploring Visualizations) – Centralized statements using visual features to
present analysis and overall development of main ideas/themes (charts, maps, graphs)
Observational data from the MELTS coaching protocol form and performance evaluation

rubric revealed presentation skills, specific behaviors, and how often TCs applied modifications
related to adjusting oral discourse and incorporated EL specific strategies. Participants’
feedback on the skill practice reflections and interview questions provided more detailed
information about what was demonstrated during each session and phase of the study.
From a compilation of information, the researcher: Prepared and organized interviews
and transcriptions; Sketched and summarized descriptive and reflective notes; Identified, related,
and condensed codes to themes; Represented data through diagrams and illustrations (Creswell
& Poth, 2018). Data gathered from interview questions was categorized, coded, and analyzed
according to a a specific theoretical framework and qualitative approach. Each piece of
54

information was meticulously examined in order to attain the goal of exhibiting evidence that
specifically answered the research questions of the study.
After triangulating sources of data, the researcher further expanded initial codes and
reduced thick descriptions into to significant themes. As an iterative process, following
Colaizzi’s (1978) phenomenological steps and incorporating NVivo software was essential in
conducting a thorough qualitative analysis and unifying a wide range of data from the
participants.
All data was gathered in three phases, and TCs were informed in meetings and in
documents, which explained details of the research from beginning to end of the study. TCs
completed each phase, fulfilled their commitments, and followed through the entire process
regardless of performance and/or contrary findings. The phases of this research study are
outlined below.
Table 1 Phases of the Research Study
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Phase 1
Background and
Description of the
Research
• Explanation of the
Research

Phase 2
Skills 5 and 6
MELTS Modules
• Read & Study
• Watch & Learn

• Consent for
Participation in the
Study
• Letters/Forms on
Details, Process, and
Procedures
• Initial Background
Questionnaire

• Prepare - Activity
Forms & Materials
• Practice - Coaching and
Feedback Sessions
• Reflect & Refine - Skill
Practice Reflections
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Phase 3
Demonstrate and Achieve
• Demonstrate Skills 5
and 6 Competencies
• TeachLive Evaluation
Session with EL Avatars
• Assessment of Skills
Performance & Badging
• Post MELTS
Experience Interview

CHAPTER FOUR: FINDINGS
A Depiction of the Data
Within this research, TCs’ experiences in MELTS teacher preparation to support the
academic achievement and language development of English learners was explored. This
chapter presents findings and analysis of the data collected from: a main questionnaire, coaching
and evaluation of materials and teaching sessions, skill reflections and assessment rubrics, a
semi-structured interview, and overall performance based on EL student/avatar engagement.
The data encompasses the researcher’s field notes, careful observations, and philosophical
understandings of phenomenology research. In addition, intentionality along with the conscious
experiences of each individual participant, exploring the development and essence of these
experiences, and focusing on epoche (bracketing) was very significant to the study.
The chapter begins with a review of the main research questions. Phases of the study are
outlined and followed by brief description of the participants’ background profiles. Information
represented in visualizations (figures, charts, and tables) will show data that was analyzed to
reach main findings and results from the overall study. Each section presents the findings
according to the research questions as the three main themes are explained. A summary is
presented at the end of the chapter.
With regard to the MELTS project and mission to develop and support the effectiveness
of teacher preparation and academic achievement of ELs, this study utilized a qualitative
approach, which examined teacher candidates as they learned to build instructional skills deemed
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vital in today’s classroom of diverse learners (MELTS, 2018). To achieve the aims of the study,
research questions that guided this investigation are as follows:
1. What tools and techniques do teacher candidates utilize during TeachLive reading
instruction to support ELs’ comprehension and varying levels of proficiency?
2. What are teacher candidates’ perceptions of the coaching and feedback provided during
MELTS preparation?
Data collected from all participants is based on each phase of the study and structured
accordingly. This chapter details specific findings, which resulted from investigating TCs use of
read-alouds to support reading comprehension for English learners using TLE in the MELTS
teacher preparation program. It revealed established perceptions of the participants regarding the
overall MELTS coaching and feedback experience as well. A brief outline is shown at the end of
the previous chapter (Figure 1 Phases of the Research Study), however each phase is explained
in detail in this chapter.

Phase 1 Background Information & Explanation of the Research
While various forms of data was collected from participants, each phase of the research
process was followed in sequence throughout the study. The initial questionnaire (Appendix B)
given in this phase consisted of demographic and open-ended questions related to background
teaching experience and preparation for K-12 classrooms. Participants provided information
directly related to working with second language learners and briefly explained their levels of
experience and training/preparation prior to participating in the study. With chosen pseudonyms,
a summary of the information collected from each participant is shown below.
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Table 2 Demographic Characteristics of Teacher Candidates

Pseudonym

Age Gender

Alexia

19

Female

Isabel

20

Female

Justine

23

Female

Madi

22

Female

May

20

Female

Major/
Year
International
Relations &
Global
Studies
Sophomore
Political
Science
Senior

First
Experience
Language Teaching
ELs
English
Yes
(limited)

Spanish

Yes
(limited)

Elementary
Education
Senior

English

Yes
(limited)

Elementary
Education
Junior
Elementary
Education
Junior

English

No
(limited)

English

Yes
(limited)

Position/Setting

Teacher Assistant
Preschool/Daycare
(4 and 5 years old)

Teacher Assistant
UCF/First Orlando
Baptist Church
(adults)
Volunteer
Service Learning
Schools
(grades 3-5)
Observer
UCF TSL Classes
Volunteer
Elementary/Middle
School
(grades 3-8)

On the initial questionnaire, TCs listed which subjects and grade levels they had
previously taught. They also explained the length of experience working with ELs along with
their roles in traditional/non-traditional settings. At the end of the questionnaire, they briefly
explained whether they felt prepared or unprepared work with second language learners overall.
This information was important to learning about each TC’s individual background. While they
had a several differences, they also showed many similarities. In regard to understanding lesson
preparation, instructional strategies, and planning, they were transparent in sharing feelings about

59

working specifically with ELs in mainstream classrooms. The following comments were made
at the beginning of the study, which provided the researcher with an idea of their dispositions as
they proceeded to engage in each phase that followed.
•

Alexia – “I would not know where to begin. I need more direction in lesson
planning and ensuring I keep the class interested.”

•

Isabel – “I believe I need more experience and training to tackle the challenges
ESL students go through while learning.”

•

Justine - “I feel prepared, but there are always new things to learn…and I want to
do all I can to get my students where they need to be.”

•

Madi – “I’m not sure I feel confident. The training I received has been beneficial,
but not completely sufficient.”

•

May – “I haven’t had a chance to take what I’ve learned about teaching language
learners and put it into practice. Once I am able to work with students, I will have
more of an idea what I need to best assist the learners.”

Upon reviewing the questionnaire carefully, the data revealed that most of the TCs had
some (limited) experience working with ELs, however they felt unprepared to teach them. While
a small number felt somewhat prepared, details from the open-ended questions and discussion
confirmed similar beliefs about working with ELs before MELTS activities and preparation. At
the time of the study, most of the TCs had only taken Theory and Practice of Teaching ESOL
Students in Schools (TSL 4080), which may have affected responses to the questions. The
questionnaire elicited individual responses, which emphasized TCs’ willingness to engage in
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deepening their understanding of teacher preparation and reading proficiency for ELs. TCs
expressed related thoughts according to each specific question on the questionnaire. The Pie
Chart below is a result of the information gathered. This figure only reflects the participants in
the study and is not representative of other teachers of ELs in K-12 classrooms.

MELTS Teacher Candidates

Experience Working with ELs - 80%

Felt Unprepared to Teach ELs - 85%

Felt Prepared to Teach ELs - 20%

Experience with Virtual/Simulated Classrooms - 40%

Figure 1 Data from Initial Questionnaire

After all questionnaire responses were discussed and examined, a common goal of the
participants seemed evident: an opportunity for more teacher preparation and practice with ELs.
It was confirmed that their experiences teaching ELs virtually and face to face was limited, but
the interest in enhancing reading proficiency for these learners was indisputable. These
important findings concluded the first phase of the study, and TCs proceeded to MELTS
modules and reading activities (Phase 2).
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Phase 2 MELTS Modules & Skills Practice
In Phase 2 of the study, TCs engaged in content modules and prepared for practice
coaching and feedback sessions. TCs completed the Read & Study and Watch & Learn MELTS
module activities, but only as prerequisites to the practice coaching and feedback sessions that
followed. As mentioned in chapter three for Read & Study, TCs read a research-based article
and completed a digest quiz. For Watch & Learn, TCs watched a video of teachers interacting
during lessons with ELs and completed a video quiz. A score of at least 80% on each quiz for
Skill 5 (Whole Class Read-Aloud) and Skill 6 (Leading a Discussion from a Read-Aloud) was
required in order to proceed. All five participants met this requirement (these results were not
included in the findings).
Once quizzes were completed, the main activities followed. TCs had the opportunity to
practice skills 5 and 6 (Prepare and Practice Module) in person with three English learners (6 to
8 years old). For skill 5 practice, they chose from a set of three story books: Not Norman by
Kelly Bennett, The True Story of the 3 Little Pigs by John Scieszka and Lane Smith, and Splat
the Cat by Rob Cotton. TCs were informed to conduct the read aloud for five minutes according
to skill 5 rubric descriptors using expressive intonation, exaggeration, character voice changes,
intentional pausing, vocal dynamics, facial expressions, gestures, and body language to enhance
the story for the ELs. They also had to show skill 6 descriptors, which are explained below.
Before beginning the lesson, TCs were required to complete the Skill 5 and 6 Activity Forms
(Appendix C and D) showing how they would use relevant materials and support to make the
lessons engaging. The form was submitted in Webcourses within 48 hours of the practice
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session. It required a description of materials and support for each EL proficiency level
(beginner-1, intermediate-3, advanced-5).
As a part of the practice in phase 2, the coach provided in-the-moment guidance and
after-action review as TCs worked with the ELs. The practice session was based on their
previous knowledge of EL strategies and independent engagement in the MELTS content and
module activities (phase 2). Coaching was constructive, supportive of developing the skill, and
related to adjustments based on the ELs responses. The goal was to have them fully engaged and
interactive during the lesson. A coaching feedback form (Appendix E) was completed by the
coach for this skill.
According to the checklist/rubric for skill 5, overall scores were above 50%, but below
75%. There were eleven total items specifying yes or no for: (1) Preparation using visuals and
props; (2) Presentation using engagement, enunciation and pace, using interaction, gestures and
movement, checking for understanding, rephrasing and non verbal support; and (3) Skill Specific
Behaviors using facial expressions, vocal dynamics, and character voice changes. The coach
reviewed and discussed the rationale for each score individually.
Although each skill was completed during the same session, they were evaluated
separately. After skill 5 was completed, TCs interacted for five minutes with skill 6 and
continued using the same story to create and lead a discussion about the story’s content. Using
the Skill 6 activity/discussion form (Appendix D), they developed two comprehension questions
for each proficiency level and listed visuals/props to be used for the discussion. On the
discussion template, they also described how ELs would demonstrate successful participation
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with the leveled questions and materials for scaffolding. A coaching feedback form (Appendix
F) with suggestions was provided by the coach in-the-moment and after the session.
According to the checklist/rubric for Skill 6, scores were at least 50%, and only one
score was above 80%. There were eight total items specifying yes or no for relevant and
appropriate: topic discussion points, prompts and questioning, visuals, vocabulary guide(s),
sentence frames, comprehensible speech and pace, and active engagement of learners. Two
participants had reasonable scores at 72% for Skill 5 and one participant with 81% for Skill 6.
However, information gathered from the from observing both skills suggested that improvement
was needed for teaching and leading discussions through the use of EL specific read-aloud
techniques. Students showed some confusion throughout the stories at each proficiency level,
which were specified and explained to the TCs after the session.
The students who participated in the reading lessons were English learners enrolled in a
public elementary school in Orange County, Orlando Florida. In five separate mini reading
lessons, they were taught by each TC and informed of the story at the beginning of each lesson.
Table 3 Demographic Characteristics of the English Learners

Name

Rafsan

Ali

Muhamad

•

Nationality

•

Indonesian

•

Indonesian

•

Indonesian

•

Age

•

6 years old

•

7 years old

•

8 years old

•

Grade

•

1st grade

•

2nd grade

•

3rd grade

•

English Proficiency Level

•

Beginner

•

Intermediate

•

Advanced

•

Years in the U.S.

•

3 years

•

4 years

•

4 years
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TCs conducted and completed their sessions using EL specific read-aloud techniques in
UCF’s graduate study room. Due to availability, the practice lessons were coached and
evaluated by the researcher, who also had experience coaching MELTS skills in previous TSL
courses. The coach recorded and observed each session, took notes, provided feedback
according to coaching rubrics, and discussed suggestions for tools and techniques that could be
used to better support each proficiency level. Following this, and in preparation for the final
evaluation session in the next phase, the participants proceeded to reflect on and adapt their
lessons (strategies and materials) based on MELTS module content, proficiency level
descriptions, and coaching and feedback responses. Overall, this information provided TCs with
support regarding preparation, presentation items, and skill-specific behaviors essential for phase
3 of the study (Demonstrate and Achieve).
The participants prepared for the coaching and feedback sessions by engaging in
activities from the MELTS modules, which contained research and information focused on EL
specific videos, readings, and previously learned content. There was no coaching prior to the
practice session. Checklist/rubric responses and coaching feedback from the session revealed
that changes were necessary due to a reflection of overall scores. To conclude Phase 2, each TC
had completed the coaching practice, acknowledged their scores, and provided correlating
reflection statements per skill (5 and 6). Table 4 outlines reflective statements pertaining to skill
5 practice session, and Figure 6 outlines reflective statements pertaining to skill 6 practice
session. After providing the written reflections, TCs proceeded to refine their lessons by making
changes, adapting tools/techniques and materials, and preparing for the final evaluation session
(Phase 3). If TCs received marks under the “Yes” column, this indicated the skills were
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observed during the practice coaching session. If “No” was marked, the skills were not
observed, suggesting room for improvement indicating areas that were not beneficial to the ELs.
Table 4 Scores, Statements, and Observations from Skill 5 Practice Coaching Session

Name
&
Reflection Statements
Rubric
(TC)
Score
Alexia “During the session, having to adapt to the
(63%) beginner level EL’s limited knowledge of English
was very difficult.”
“I needed to incorporate visuals and simpler
questions into my teaching.”

Isabel
(63%)

“Before, I would only read the story with no
pauses or questions throughout the story.”
“Pacing is still challenging for me.”

Justine
(72%)

“I was rushing and didn’t use my props.”
“I should’ve pretaught vocabulary before
hand…it could make all the difference for a
student.”
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Skill 5 Practice Session
Observations Rubric/Checklist
(Coach)
-Yes (brought visuals and
questions, engaged all ELs,
interacted with visuals, used
gestures and movements, checked
for understanding, used facial
expressions, changed vocal
dynamics, used character voice
changes)
-No (props and questions,
enunciated clearly, spoke at
appropriate pace, interacted with
props/visuals, rephrased or used
nonverbal support when
necessary)
-Yes (brought visuals and
questions, engaged all ELs,
interacted with visuals, enunciated
clearly, used gestures, used facial
expressions, changed vocal
dynamics, used character voice
changes)
-No (props and questions, spoke at
appropriate pace, interacted with
props, used movements, rephrased
or used nonverbal support when
necessary)
-Yes (brought visuals and
questions, engaged all ELs,
enunciated clearly, interacted with
visuals, used gestures, used facial
expressions, changed vocal
dynamics, used character voice
changes)

Name
&
Rubric
Score

Madi
(72%)

Skill 5 Practice Session
Observations Rubric/Checklist
(Coach)

Reflection Statements
(TC)

“I had the hardest time remembering to use all of
the props I had prepared…they took a back
seat.”
“I need to practice reading the story smoothly.”

May
(54%)

“The thing that was the most difficult during the
session was the time.”
“I needed to relate the materials more, and I
needed more resources and time to talk with the
students.”
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-No (props, spoke at appropriate
pace, checked for understanding,
interacted with props, used
movements, rephrased or used
nonverbal support when
necessary)
-Yes (brought props, visuals, and
questions, engaged all ELs,
interacted with visuals, enunciated
clearly, spoke at a
comprehensible pace, used
gestures, used facial expressions,
changed vocal dynamics, used
character voice changes)
-No (interacted with props,
checked for understanding, used
movements, rephrased or used
nonverbal support when
necessary)
-Yes (engaged all ELs, enunciated
clearly, used gestures and
movements, facial expressions,
vocal dynamics, character
changes)
-No (brought visuals and props,
interacted with visuals and props,
spoke at comprehensible
appropriate pace, checked for
understanding, rephrased or used
nonverbal support when
necessary)

Table 5 shows how TCs performed on Skill 6 during the practice coaching session. The
rubric/checklist was different from skill 5 and based on techniques and materials used for the
discussion, which took place after the whole class read aloud. The “Yes” column was checked if
TCs included specific skills in the practice session, and “No” was marked if those skills were not
observed, suggesting room for improvement and necessary adjustments.
Table 5 Scores, Statements, and Observations from Skill 6 Practice Coaching Session

Name
&
Rubric
Score

Reflection Statements
(TC)

Alexia
(50%)

“Simple is best and visuals are very important to ELs. I
will incorporate more images next time and in the
future.”
“I had to recover from my EL 3 and 5 mistakes and
incorporate props. This made me very uncomfortable.”

Isabel
(56%)

“I had difficulty making questions for students with
different levels of proficiency.”
“It is difficult for me to simplify my language.”
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Skill 6 Practice Session
Observations
Rubric/Checklist
(Coach)
-Yes (relevant topic discussion
points, relevant/appropriate
visuals, vocabulary guide,
enunciated clearly,
comprehensible speech,
actively engaged learners)
-No (appropriate prompts and
questioning, discussion
appropriate for each
level,appropriate pacing/wait
time relevant/appropriate
sentence frames, actively
engaged all learners)
-Yes (relevant topic discussion
points, discussion appropriate,
relevant/appropriate visuals,
vocabulary guide, enunciated
clearly, comprehensible
speech, actively engaged all
learners)
-No (appropriate prompts and
questioning,
relevant/appropriate
vocabulary guide, sentence
frames, discussion appropriate
for each level)

Name
&
Rubric
Score
Justine
(81%)

Reflection Statements
(TC)
“I didn’t separate my questions at first.”
“I felt like my pacing was good, but I was going to run
out of time and didn’t use all of my props.”

Madi
(56%)

“A hard part was deciding what questions were
appropriate for each level…It is very easy to make level
1 questions way too hard.”
“I wish I had thought of the vocab guide, which would
have been useful if I had created my own.”

May
(50%)

“It was difficult figuring out the best way to ask
questions about the book.”
“Coming up with questions for beginner Els was hard
for me.”
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Skill 6 Practice Session
Observations
Rubric/Checklist
(Coach)
-Yes (relevant topic discussion
points, relevant/appropriate
visuals, vocabulary guide,
enunciated clearly,
comprehensible speech,
actively engaged learners)
-No (appropriate prompts and
questioning, discussion
appropriate for each level,
appropriate pacing/wait time)
-Yes (relevant topic discussion
points, enunciated clearly,
used comprehensible speech,
and pace appropriate, engaged
all learners)
-No (appropriate prompts and
questioning,
relevant/appropriate visuals,
relevant/appropriate
vocabulary guide, sentence
frames)
-Yes (relevant topic discussion
points, relevant/appropriate,
enunciatied clearly, used
comprehensible speech, and
appropriate pace, actively
engaged all learners)
-No (prompts/questioning,
relevant/appropriate visuals,
vocabulary guide, frames,
discussion appropriate for each
level)

Because the scores ranged from 50% to 70% for skill 5 and 50% to 80% for skill 6, the
information indicated that the Prepare and Practice module activities played a significant role in
TCs’ preparation for the final evaluation session. After completing the last part of Phase 2
(Reflect and Refine), it was expected for TCs to show improvement in their lessons and
intentionality in meeting the needs of each EL at different proficiency levels. A 1-2 paragraph
reflection describing reactions to the practice experience for each skill was completed and
submitted to Webcourses (Appendix G and H). Their responses described: (1) Aha moments
encountered during the coaching experience, (2) Difficulties and challenges perceived in the
coaching session, (3) Benefits of the module materials and coaching/feedback practice, (4) and
Thoughts, Feelings, and Perceptions regarding the overall experience of working with ELs.
Findings from the data are shown in Figure 2 , which highlight the responses to reflection
questions for skills 5 and 6 coaching/feedback and practice.

Figure 2 Teacher Candidates’ Perceptions on MELTS Teacher Preparation
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The data in Figure 2 is representative of TCs’ perceptions on: what they learned from
practice, coaching, and evaluation; challenges that were encountered when preparing to teach the
ELs; difficulties that occurred; items that were beneficial in meeting teaching and learning
objectives; and feelings from engaging in the entire MELTS preparation experience.
The final evaluation took place in Phase 3 of the study. TCs were required use the
knowledge and skills gained from the overall practice experience and module content to
demonstrate and achieve the objectives for both skills. Competencies for the whole class read
aloud (Skill 5) and leading a discussion (Skill 6) were done in one session and based on separate
performance evaluation rubrics (Appendix I and J).

Phase 3 Demonstrate and Achieve
The assessment of each skill and final evaluation session took place during the last phase
of the study. Similar to the practice coaching and feedback sessions, TCs read a selected book
aloud to EL students using relevant and prepared props and materials (skill 5) and also led and
facilitated a discussion based on the story’s content (skill 6). However, this session experience
was a TeachLive interactive simulation with EL student avatars. The ELs in this session were
immobile, but could respond, interact, and see the lesson materials that were used. As they
engaged with the avatars, TCs presented materials that elicited responses showing their
understanding in support of their reading comprehension abilities.
There were five EL student avatars, but only three participated in the reading lesson.
Edith (beginner), Edgar (intermediate), and Tasir (advanced) were read one of three stories, Not
Norman, The True Story of the 3 Little Pigs, or Splat the Cat (Skill 5 Whole Class Read Aloud).
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Then, the students took part in a discussion led by each TC (Skill 6 Leading a Discussion from a
Read Aloud). The proficiency levels of each participating EL is shown in the figure below.

Figure 3 TeachLive Classroom with EL Avatars

During the TeachLive session, TCs were prepared with modifications to their lessons in
order to better support reading proficiency levels for the new students (materials and skill
activity forms). These forms outlined verbal and non-verbal support, materials, and
leveled/follow up question for each EL. TCs had a total of 10 minutes to demonstrate each skill,
which included reading the story for five minutes and leading the discussion for five minutes.
Two evaluators assessed performance (Appendix H and I) based on the specific rubric scores: 0Below, 1-At, 2-Above, and 3-Outstanding. Evaluators had not previously taught or worked with
the TCs and were completely constructive and supportive of the development of each skill.
To meet the criteria for skill 5, TCs needed to demonstrate the following descriptors:
Engaged all learners in the text by using vocal dynamics, intentional pausing, character voice
changes, exaggeration, and expressive intonation; Used gestures and movement; Enunciated
clearly and spoke at a comprehensible, appropriate pace. To meet the criteria for Skill 6, TCs
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needed to show evidence that they: Steered discussion using relevant/appropriate visuals, props,
and vocabulary guides; Enuciated clearly and spoke at a comprehensible, appropriate pace;
Checked for EL understanding. TCs were evaluated by two experienced teachers who had
MELTS coaching experience and a background in working with other teacher candidates as well
as ELs. After the lesson concluded, each evaluator provided specific and constructive feedback
on each skill, and also discussed details of performance according to rubric descriptors. See the
information for Mrs. Beth and Mrs. Burgos below in Figure 4. Their assessment decisions and
analysis of the teaching lessons determined whether each TC received MELTS badges.

• District Teacher for
Curriculum and Behavior
Mrs.
Beth

• MELTS Coach for four years
• Serviced ELs for eight years

• ESOL Teacher

Mrs.
Burgos

• MELTS Coach for four years
• Serviced ELs for five years

Figure 4 Background Information of MELTS Evaluators
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The evaluators reported scores based on the evaluation/assessment rubrics for each skill,
which showed that each TC received full scores and met the indicators for a score of 3
(Outstanding) for both skills. To meet the full criteria outlined in the descriptors previously
mentioned, TCs had to show the skills (presentation, preparation, and skill specific behaviors)
frequently, consistently, seamlessly, and multiple times during the session to achieve the highest
score. See Tables 6 and 7 below, which show the achieved descriptors of each TC.

Table 6 Skill 5 Evaluation Rubric Outstanding Descriptors

Outstanding Descriptors
Score 3
Engages all learners by using all five strategies
frequently

Alexia

Isabel

Justine

Madi

May

✓

✓

✓

✓

✓

Frequently uses gestures and movements
linking
language and content in consideration of
language proficiency levels
Speaks clearly and comprehensibly, frequently
adjusting
to ELs’ proficiency at level 1 and level 3
Checks understanding from ELs for both levels
1 and 3 by
following up with level-appropriate questions
multiple times

✓

✓

✓

✓

✓

✓

✓

✓

✓

✓

✓

✓

✓

✓

✓
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Table 7 Skill 6 Evaluation Rubric Outstanding Descriptors

Outstanding Descriptors

Alexia

Isabel

Justine

Madi

May

Prompts and questions student understanding
using sentence frames and more than one
follow-up question per frame that address the
focus topic of discussion for Level 1 and Level
3 ELs
Steers discussion using relevant/appropriate
visuals, props, and vocabulary guides
consistently in a seamless manner for both
Level 1 and Level 3 ELs
Speaks clearly and comprehensibly, frequently
adjusting to ELs’ proficiency at Level 1 and
Level 3
Checks understanding from ELs for both Levels
1 and 3 by following up with level-appropriate
questions multiple times

✓

✓

✓

✓

✓

✓

✓

✓

✓

✓

✓

✓

✓

✓

✓

✓

✓

✓

✓

✓

After demonstrating skills for the final evaluation session, TCs participated in an
interview to elaborate on their reflections, module activities, and the overall MELTS preparation
process. Interviews took approximately 30-40 minutes in the graduate study room on UCF’s
main campus. The researcher asked TCs prepared interview questions and allowed them to
explain, describe, and reflect on the MELTS experience as much as needed. Each participant
willingly participated in the interview and was eager to share thoughts regarding pre, during, and
post activities that took place throughout the study. TCs mentioned the following opinions about
their preparation. Full interview transcripts can be viewed in Appendices P-X.
•

Alexia – “I feel more prepared as in understanding that there are going to be different
levels of kids in one classroom. I felt confident once I fixed and made adjustments.” The
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coaching – “It was very helpful because I didn’t know what I was struggling with. I knew
I was not 100% accurate with everything that was on the rubric, but I guess it helped me
understand what I needed help on.”
•

Isabel – “After the modules and practice session, I was really able to regain sympathy for
students. It really helped me to understand the necessities for each student and what they
need to gain English proficiency.” The coaching – “I think it was real effective,
thorough, and detailed. It was really helpful, and I feel like a lot of more prospective
teachers would benefit from this program.”

•

Justine – “I definitely feel like I adjusted my oral discourse. It gave me real life
experience working with those students and preparing materials for them.” The
coaching - “Only because of you has my understanding deepened. The coaching and
feedback was the only thing that has helped my understanding, not anything else…but
like the assistance and giving me feedback on my ideas.”

•

Madi – “With the coaching session, I was able to get more of a generalized idea of what
my questions should look like and specific examples. I feel like I went into the real
session with a lot more confidence than the practice session. Honestly, I do not think the
modules themselves would have left me with enough confidence.” The coaching - “Yes, it
was helpful. It 100% helped me with my comfort level going into the real session.”

•

May – “Throughout the whole process, I felt more confident that I used the skills with
actual students. I think all of the strategies were useful, and I looked through them more
to try to figure out what I could do to try and accommodate ELs.” The coaching - “That
experience was awesome. You gave me a lot of feedback and were very positive. Having
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the extra feedback made me feel a bit better. If I didn’t have that, I don’t think I would
have done so great.”
Examining TCs’ experiences according to the goals of the research study led to three
specific themes. Once reflective and descriptive information was coded and organized, the
researcher used particular examples from the different forms data to show evidence of TCs’ use
of read-alouds to support reading comprehension for ELs. NVivo qualitative analysis software
was used to find insights that were meaningful and helpful in drawing clear conclusions. Each
step (importing, coding, casing, note taking, exploring queries and visualizations) provided a
structured opportunity to centralize the data.
A word search query was utilized in NVivo software to extract key words related to how
TCs felt throughout the MELTS experience. Most common words used regarding thoughts and
feelings on preparation before receiving coaching, support, and guidance were: confused,
overwhelmed, nervous, scared, lost, and unprepared. Most common words used regarding
thoughts and feelings after receiving coaching, support, and guidance were: confident, supported,
happy, prepared, comfortable, better, successful. Also, the overall experience was considered
extremely helpful, useful, and beneficial according to TCs interview statements. Literature has
suggested that teachers can’t simply teach ELs the way they teach other students, they need
special expertise, and this requires special preparation (Nutta et al., 2012). Through TCs’ verbal
and written data, which was focused strategic MELTS engagement, practice, and assessment,
this idea was fully supported. The next figure shows the main themes that emerged from the
data.
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MELTS
The Importance of
Guidance and
Feedback in Teacher
Preparation
Programs

Addressing the
Learning Challenges
of ELs at Different
Proficiency Levels

Teaching and Learning
Strategies for ELs
Through Read Aloud
Practice

Figure 5 Main Themes of the Research

Theme 1 Teaching and Learning Strategies for ELs Through Read Aloud Practice
There are many benefits of using read alouds with ELs as they learn differently from
their native speaking peers (Baker et al., 2014). In this study, TCs modified the instruction of
reading lessons to improve reading comprehension and increase engagement for EL students
during (phase 2) the practice coaching session and (phase 3) the final evaluation session.
Incorporating necessary adjustments created a better understanding of both vocabulary and story
concepts for the participating ELs. As a result of teachers deepening their knowledge of readalouds and EL specific tools and techniques, learners were able to experience successful reading
lessons and engage in meaningful learning. TCs noticed that their preparation had a positive
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impact on students’ comprehension levels. Specifically, in the practice session with real
students, it was evident that they understood some of the vocabulary and content, but needed
more support, and the rubrics showed lower scores. In the final session with the EL avatars,
appropriate verbal and non-verbal support was included, which showed the strategies that they
used to meet each proficiency level, and the rubrics showed higher scores all at 100%.
Before coaching, TCs had several mixed feelings about how the practice sessions. After
the actual sessions, each admitted to weak areas of which they felt could be improved when
working with the real students. These areas were discussed in detail, and suggestions were given
addressing how to prepare better lessons specific to varying proficiency levels. As shown in the
next table, the researcher observed a significant change in each reading lesson based on before
and after coaching interactions. Independent preparation versus guided preparation made a
significant difference in how TCs interacted with the ELs. Table 8 shows how TCs struggled in
the beginning with independent preparation compared to how they actually performed after
collaboration and receiving support.
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Table 8 Independent vs. Guided Preparation

TC
Alexia

Isabel

Before Coaching and Practice
(Independent)
-Lack of experience
-Confusion adapting to Level 1 limited knowledge
-Mistakes incorporating visuals, props, simple
language

-Read story with no pauses
-Struggled with pacing
-Timid with students
-Difficulty making questions and simplifying
language
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After Coaching and Practice
(With a MELTS Coach)

TC

Before Coaching and Practice
(Independent)
Justine -Slightest understanding
-Rushing/inappropriate pace
-Challenges differentiating materials

Madi

-Hard time remembering props
-Hard to decide questions for each level
-Basic understanding of read alouds
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After Coaching and Practice
(With a MELTS Coach)

TC
May

Before Coaching and Practice
(Independent)
-Difficulty pacing and managing time
-Needed more resources
-Difficulty coming up with questions

After Coaching and Practice
(With a MELTS Coach)

Before the practice session, TCs studied and reviewed information from MELTS module
content independently and via their own research. During practice, they were observed
interacting with the real students, so that the coach was able to see the EL specific tools and
techniques in action, but observational data according to rubric/checklists revealed that several
areas were not evident during the lesson. Scores ranged from 50% (lowest) to 72% (highest)
before coaching. However, after coaching, all five TCs received 100%. This data stressed the
importance of collaboration and guided preparation for teachers of ELs, and it also highlighted
the importance of understanding EL competencies that works best for diverse ELs.
Tools and techniques for ELs include specific verbal and non-verbal supports to aid
reading comprehension. Both proficiency levels and EL descriptors must be understood by the
teacher in order for students to comprehend at or above required objective/standards, which is
critical to growth and/or failure rates in school. Through MELTS preparation, TCs expanded
their understanding of specific descriptors and competencies based on practice, assessment, and
evaluation. Also, through the preparation process, which involved lesson planning, presentation,

82

and skill specific behaviors, they learned which strategies increased student participation,
engagement, and overall comprehension while facilitating reading and discussion. Adjusting
their type and frequency of specific communication led to better reading lessons with the EL
avatars.
The examples below show some of the skill behaviors that TCs achieved. Each TC
acknowledged that this led to a more successful final reading session and better results in phase 3
as opposed to phase 2. Findings showed that each participant scored level 3-outstanding in all
areas/descriptors for each skill according to the evaluation rubrics. Part of receiving an
outstanding score included what took place before, during, and after the final sessions, which
evaluators assessed carefully.
Table 9 Skill 5 Strategies Used by TCs for the Final Evaluation Session

Before Read Aloud
-Selected book
-Narrowed focus
-Identified background knowledge
-Gathered materials
-Made a list of questions
-Created a vocabulary guide

During Read Aloud
-Showed the cover to students
-Asked questions after key points/vocabulary
-Pace speed and speech appropriately
-Pointed to objects
-Physically modeled actions

Table 10 Skill 6 Strategies Used by TCs for the Final Evaluation Session

Before Read Aloud
-Reinforced vocabulary
-Reviewed characters
-Utilized objects and pictures
-Accompanied verbal explanations

During Read Aloud
-Explained the focus of discussion
-Gave students time to tune in
-Repeated and recasted
-Used gestures and non-verbal cues
-Multiple opportunities for language use
-Modeled standard pronunciation/
-Presented sentence strips
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Theme 2 The Importance of Guidance and Feedback in Teacher Preparation Programs
Many teachers feel underprepared to teach ELs in mainstream classrooms (Nutta et al.,
2012). Whether working with students online or face to face, training is necessary when
encountering several diverse learners and proficiency levels in the same setting. If teachers are
not adequately prepared or do not receive relevant and appropriate training, it can automatically
hinder the learning success of students. TCs actively engaged in MELTS modules content,
coaching practice, lesson preparation, and badging/evaluation sessions. This preparation had a
positive effect on their demonstration of several required competencies during reading lessons.
TCs focused on intentionally utilizing MELTS content along with strategic coaching and
evaluations to enhance students’ literacy skills. Constructive and supportive feedback was
provided and said to have been effective, helpful, necessary in reaching each EL at various
proficiency levels. Guidance was considered an invaluable role in the preparation process. In a
supported and positive community, TCs formed connections and improved teaching and learning
skills.
When assessing the strategies and specific behaviors used by each TC, the evaluators
provided very precise comments, which helped them understand the skill specific behaviors that
were effective during the lessons. Because TCs were already aware of their scores and areas that
needed improvement from the first practice lesson with real students, the distinction was clear.
The evaluators used their knowledge and expertise of EL practices in regard to language and
content to communicate the importance of how meeting their teaching goals is connected to their
ELs learning outcomes especially in reading. Table 11 displays comments from the evaluators
for each TC.
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Table 11 Comments from Evaluators During the TeachLive Session

“Alexia, you used gestures, you changed your voice when reading. You also interacted with
your props going through the story and reading it through with them and checked for
understanding. For your leveled questions, you had really good questions for all three
levels.”
“Isabel, you engaged all the students, you interacted very well with visuals, and you used
facial expressions and changed your voice. That was so good, and I love the question that
you asked to Tasir and Edgar because Tasir, for example, could speak a lot of good English.
You were paying attention and corrected Edgar and Tasir correctly.”
“Justine, you did really, really well interacting with your visuals and props, and it was great
that you had that realia for the students. You were able to read through the story and
engage them with those props. Your pacing was really good throughout the story, and I
liked how you checked for understanding while reading. I also liked how you went over the
different vocabulary words starting the story.”
“Madi, you used your visual and props to interact with the students, and I thought you did a
great job of checking for understanding, enunciating your questions clearly, engaging with
all three EL students, getting them to produce the language, and having relevant topic and
discussion questions for the students.”
“May, I like the way you were reading with the change of intonation. The way you engaged
all your students was very good. I think you used visuals very well. I like the way that you
rephrased, and you gave support to the students when they they didn't pronounce well. You
said it after them in the right way.”
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Theme 3 Difficulties and Challenges Teaching ELs at Different Proficiency Levels
Engaging and reaching ELs at each proficiency level is no easy task. However,
acknowledging specific challenges may lead to appropriate adjustments and modifications,
which further lead to increased learning. TCs were able to compare their struggles from the
beginning of the MELTS experience (modules, preparation, coaching practice sessions) to the
situations that followed. Because of various aha moments and encounters with having to adapt
to the ELs responses, some discrepancies in certain teaching skills were evident. Taking this
opportunity to add more to their knowledgebase improved their understanding of EL proficiency
levels and awareness of the proper skills needed for effectively leading reading instruction.
*Alexia discussed how she needed to recover from her level 1’s limited knowledge and
level 3 and 5 mistakes during the practice session. In the evaluation session, Mrs. Burgos
expressed that she liked the way Alexia made pronunciation corrections for Edith and used
simplified questions. In the interview, Alexia gave an example of how Edith (Level 1 with
limited knowledge) was able to answer straight forward and understand better.
*Isabel talked about difficulties with pausing, pacing, and simplifying questions for each
proficiency level. In the final evaluation session, Mrs. Burgos thanked her for good pacing
during the lesson and for changing up and simplifying questions. She enjoyed listening to
Isabel’s questions to all of the students. Isabel mentioned in the interview that her pacing
improved, and she wanted to help Edith even more.
*Justine realized that pacing, timing, and simplifying questions was difficult during her
practice session. For the evaluation session, she received comments from Mrs. Beth that her
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pacing was good throughout the story, and the simplified/leveled questions were great. In the
interview, Justine discussed that these adjustments along with making leveled sentence strips and
translations made all the difference.
*Madi expressed her concern about reading the story smoothly and giving appropriate
questions for the ELs during the practice session. In the evaluation session, Mrs. Beth said that
her tone, speaking to the students, and reading of the story was really good. Madi did not
mention a specific adjustment to oral discourse in the interview. However, at the end of the
evaluation session, she expressed that she felt as if she didn’t confuse the students, and the final
session went better than the first lesson.
*May explained that she encountered difficulties talking with students during the practice
session. In the evaluation session, Mrs. Burgos acknowledged how she rephrased, pronounced,
and provided support and simplified questions, which was level appropriate. In the interview,
May discussed that she changed her question giving Edith simpler options, which made it less
difficult for her. In response, she was able to answer, and so was Tasir, who answered a
hypothetical question while Edgar answered thoroughly as well.
In chart form (Figures 6 and 7), comments from TCs and evaluators showed that
connections were made between the TCs and their EL students. While it is not shown, there was
also a connection made between the TCs and the coach. Through careful study and deliberate
preparation, TCs linked their before and after experiences and teachable moments to new
learning and applied them during the final phase, which was validated by the evaluators in the
above comments. Based on overall performances, they demonstrated and achieved high levels of
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preparation for the ELs. Their performances revealed the important connections that not only
influenced their teaching, but their students’ learning as well. Examples of the connections made
are shown below.

Figure 6 Examples of TCs Making Connections
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Figure 7 Examples of TCs Making Connections

Responses from the ELs and TCs are evidence of challenges that can exist during reading
instruction, but through research, preparation, practice, and collaboration they can be addressed
deliberately. For purposeful learning, the levels and backgrounds of ELs should be thoroughly
understood, and TCs became familiar with each learner’s individual characteristics. Therefore,
what is taught to the ELs through modified instruction is a reflection of the teachers’ level of
understanding. Effectiveness in how they are taught is dependent upon how teachers understand
and carry out methods/approaches specific to various EL proficiency levels and learning
characteristics.
The three themes that emerged in the research characterized TCs’ overall experiences
and perceptions, which were relevant to the main research questions of the study. Each form of
data was carefully examined as findings were revealed and aligned to the aim of the study. The
last chapter will further discuss the major themes along with related dimensions. It will also
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provide a discussion of the results, which is significant in order to examine how the findings of
this research compare to or contradict the existing body of literature presented in chapter two.
The goal of the next chapter is to give a concise overview of the present study and discuss the
most significant findings that can impact future research on teacher preparation and effectively
teaching critical literacy skills ELs. Further correlation(s) of the results and pedagogical
implications along with recommendations for future research and study limitations are the final
components discussed in chapter five.

90

CHAPTER FIVE: DISCUSSION, IMPLICATIONS, AND FUTURE
DIRECTIONS
Overview
The research reported in this dissertation examined MELTS teacher candidates’
experiences with supporting the reading comprehension skills of ELs at different proficiency
levels. It also explored individual perceptions about coaching and feedback sessions regarding
teaching preparation through MELTS modules. Findings were summarized based on the main
research questions, and results in this chapter are related to prior research and applicable
literature. Data was organized, interpreted, and reviewed using qualitative analysis software to
determine how relevant themes aligned with existing research on teacher preparation and reading
comprehension for second language learners in mainstream classrooms.
While face to face interaction with real elementary school students provided
opportunities for TCs to build their instructional skills and address ELs at different proficiency
levels, they also gained experience working with EL avatars in a TeachLive (simulated/mixed
reality) enviroment. Inevitably having to be prepared with knowledge to support ELs
development, TCs purposely incorporated the tools and techniques presented in MELTS modules
by engaging in EL specific content that focused on reading, which is one of the foundational
elements of the development of literacy (Neuman et al., 2000). In this chapter, pedagogical
implications and recommendations for future research are discussed according to the findings
and conclusions drawn from the study.
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Discussion of Findings
Not only did this study aim to investigate how TCs described their experiences of
preparation and leading reading instruction, it also identified essential tools and techniques that
worked best for ELs. The intention was to employ a qualitative approach in order to interpret the
shared experiences of participants by evoking rich and descriptive data (Creswell & Poth, 2018).
In order to thoroughly explore the research questions, it was important to focus on the
experiences of the participants in phases, when/how they prepared, and which strategies were
used. The design of the study was guided by carefully chosen research questions and may
provide direction in teacher preparation for ELs, which can often be underestimated. The section
following the research questions clarifies the findings, themes, theories, and conclusions that
were connected throughout the entire research study.
1. What tools and techniques do teacher candidates utilize during TeachLive reading
instruction to support ELs’ comprehension and varying levels of proficiency?
2. What are teacher candidates’ perceptions of the coaching and feedback provided during
MELTS preparation?
Research has shown that preparing today’s teachers to reach ELs is a complex task.
Because of the data on teacher preparation, which has consistently revealed the shortage of
adequately prepared teachers, examining factors in relation to the quality of instruction and how
ELs are being supported is concerning (Nutta et al., 2012). Students’ learning is a reflection of
methods of teaching. Therefore, equipped and knowledgeable teachers are a vital part of
improving educational outcomes and achievement gaps.
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This study looked closely at how TCs began their MELTS preparation, performed with
ELs during the learning phases, and adjusted appropriately at the end for the final evaluation.
There was much interaction, which allowed the researcher to explore meaning and recognize the
individualized support they provided in targeting the specific needs of ELs. This was an
important part of determining whether specific objectives and competencies were achieved.
Data including reflections, skill specific rubrics for practice and assessment, and interview
responses were gathered and linked to the theoretical framework most prevalent to second
language teaching and learning.
For research question one, data from the coaching and feedback forms and the evaluation
rubric was anaylzed. Teachers used preparation, presentation, and skill specific behaviors to
demonstrate the strategies that worked well in helping ELs comprehend each story. In the
absence of strategies for each area, it was evident that both practice and assistance or guidance
was needed. However, from coaching and practice to the final session, improvement was shown,
which led to perfect scores in the badging session. It was found that all participants used visuals,
engaged all ELs, used appropriate pacing, intonation, and vocal dynamics with the ELs. It was
also found that TCs used relevant discussion topics, leveled questions, sentence frames, and
comprehensible speech as well. This information was obtained from observations according to
“yes” or “no” indicators on checklists/rubrics for each skill and also from scores according to
“below, at, above, and outstanding” rubric descriptors. What was missing for each TC in
practice was confirmed by evaluators as evident during their final assessment. This showed their
growth in each designated category.
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The first research question also confirmed that TCs adjusted their oral discourse to
support reading comprehension for ELs in various ways. This was done through appropriate
guidance, modeling, and assistance, all of which are achieved with collaboration. As they
worked with a more experienced individual, they built upon the critical areas for ELs, which
helped lead to better comprehension of the stories and vocabulary during lessons. More
specifically, they focused on aspects of academic language (CALP), which is relevant to ELs
success in school. Cummins (2008) suggested that CALP or academic language proficiency
develops through social interaction, and that it should be understood effectively in order to
progress successfully through grade levels. In this study, teachers identified barriers that
affected their teaching as well as students’ learning, and made the necessary adjustments to meet
their needs at each proficiency level.
Over the course of the semester and throughout the study phases, TCs defined their
community of practice with shared experiences and beliefs. The five participants had some
background experiences with ELs, were each the process of completing a TSL 4240, and were
all taking part in MELTS modules. Their identities and overall perspectives evolved from the
beginning to the end of the study, and each TC stated their determination and enthusiasm for
improving EL teaching skills. Participants shared positive views of preparation after receiving
guidance and discussed the struggles they encountered as they worked to provide support for ELs
during the reading lessons.
For research question two, data from the skill reflections and interview questions revealed
common phrases, reactions, thoughts, feelings, etc. that were expressed regarding the overall
MELTS experience. Not only did the TCs use skill specific behaviors and strategies to engage
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all learners, they also expressed and elaborated on true thoughts and feelings of what they
encountered during the face to face and TeachLive sessions. It was evident from their responses
and statements on the reflections and in the interviews that they maintained a connection with the
coach and students as they came together to learn about and explore similar concerns in their
teaching practices. As a part of practice and situated learning, learners became active
participants as opposed to passive recipients of knowledge. More importantly, they were able to
recognize and address their beginning performance (as the coach imposed knowledge in small
increments) and compare it to their end performance in several ways. Once knowledge was
constructed through mentoring and collaboration, a supportive community of practice was
established, which allowed each TC to make progress and improve their instructional practices
conducive to the reading achievement of ELs.
According to the second research question, TCs had similar perceptions about the
coaching and feedback sessions and overall guidance received through MELTS preparation.
They compared the strategies used independently to those used after they received support.
Their teaching approaches changed significantly, and they gained insight that allowed the
opportunity for deeper learning, which had a positive impact on the comprehension levels of
their ELs. In the absence of coaching and guidance or organized interactions to mediate
development, it is possible that certain competencies and descriptors may not have been met by
the TCs. Because ELs are primarily a part of mainstream classrooms, studies show that they
have fallen behind when certain elements are not a part of classroom communication.
Fortunately, for this study and as TCs interacted and communicated more throughout different
MELTS activities, they provided ELs with opportunities to receive comprehensible input,
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produce meaningful output, and benefit from interaction (Nutta et al., 2012). This virtual and in
person experience was helpful in preparing them to face uncertain challenges when they enter the
classroom.
The learning that occurred during the study took place with guidance and in collaboration
with more capable peers, which played a part in the ZPD. Because many studies have
highlighted discrepancies in effective teachers of ELs who must be adequately prepared in order
to provide the most appropriate, conducive, and supportive learning environments for students,
collaboration is very important. Without such preparation, overall language development and
subject matter achievement for ELs may not be achieved (Nutta et al., 2012). While the first
phase of the study was mainly introductory, findings from the second to third phase highlighted
TCs’ potential development and understanding of instructing ELs through independent practice
versus that with coaching, guidance, and feedback.
According to literature on teaching and learning for ELs, potential development refers to
an individual’s space beyond current capabilities and understandings (Billings & Walqui, 2017).
More specifically, it is that which a person is capable of, but yet to achieve. TCs went through
module content independently and prepared lesson materials for their EL students. Showing
what was completed on their own, they engaged in practice coaching sessions by teaching
reading lessons and received scores specifying weak and strong areas of preparation for their
students. After the sessions, TCs were aware that more support was needed in order for them to
apply and modify what they had learned to new situations with ELs. In this development, it was
confirmed that certain cognitive functions were formed based on interactions with a more skilled
individual (Lee, 2015).
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The interactions between TCs, ELs, the instructor/coach, and evaluators were intertwined
to reach the goal of enhancing learning outcomes through deliberate and research based teaching
practices. It was evident that the interactions helped to improve participants’ scores from what
appeared as low on the checklists to outstanding on the final assessment rubrics. In phase two of
the study, majority of the TCs did not perform well in the coaching sessions (independent
preparation before guidance and feedback). There was a noticeable gap, which revealed that
although EL specific information and content was accessible, additional skills needed to be
acquired before achieving passing scores and further reaching each EL proficiency level. Each
TC confirmed this in the reflections and interview statements.
Notably, Vygotsky’s concepts on SCT and cognitive development emphasized the
significance of collaborative dialogues with more knowledgeable individuals as an important
part of development and making meaning in learning (Moore, 2011). Unlike Piaget, who
explained that learning precedes development, the abilities of the TCs were guided and
constructed. Vygotsky argued that "learning is a necessary and universal aspect of the process
of developing organized, specifically human psychological function" (Vygotsky, 1978, p. 90).
Serving as a mediator in forming and developing their specific abilities, coaching, attention to
learning, and problem solving through particular mental processes/functions led to significant
interactions, which further led to higher (outstanding) performance evaluation/rubric scores.
Being supported, interacting regularly, and engaging in the process of collective learning
(communities of practice) with a coach was key to improving teaching performance as well.
In phase two (Skill 5) before being coached, scores were 54%, 63%, 63%, 72%, and
72%. Also, in phase two (Skill 6) prior to coaching, scores were 50%, 50%, 56%, 56%, and
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81%. This illustrated the idea that addressing the needs of the pre-service teachers would require
a deliberate and sustained effort since they are expected to adequately educate the growing EL
population. By the time each TC completed phase three to demonstrate learned competencies
according to each skill rubric, all evaluation and assessment scores were 100%. Not only did the
lower beginning scores show that more practice and training was needed, but they also indicated
that with further understanding, TCs were capable of achieving the skills they had learned over
time with the appropriate guidance and support. This conclusion was drawn based on the
adjustments made after they received individualized coaching and feedback.
Fundamental concepts that define SCT are relevant to this specific research because it
focused on (1) social interaction and the important role in learning, (2) language as an essential
tool in the learning process, and (3) learning that occurs within the ZPD. Research explained
that the procedural aspect of scaffolding emerges through the support that occurs in-the-moment
and in response to something new the learner introduces in classroom interactions. In this
situation, the teacher also assesses their own structural scaffolds in order to quickly modify them
in order to support progression of the ZPD (Billings & Walqui, 2017). This perspective
emphasized the collaborative nature of the learning process, and it also provided a deeper
understanding of what took place with TCs throughout each phase of this study.
Through a series of interactions, the study highlighted how the TCs engaged with the
coach, evaluators, and ELs. From strategic observation, the researcher observed this
communication from beginning to the end of the phases, and therefore examined what often
happens in classrooms: the distance between what a learner is capable of doing unsupported and
what they can do supported, referring to the range of capability with support from someone with
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more knowledge or expertise (Billings & Walqui, 2017). Thus, Vygotsky’s ZPD and Wenger’s
communities of practice theory are labeled as affirmative perspectives in teaching ELs. Each TC
received guidance as well as constructive feedback and support during MELTS activities and
coaching sessions based on interactionist SLA theories to support comprehension for second
language learners.
Research has expressed a rationale for preparing teachers to provide optimal
development, requiring communicative elements, but they may not be accessible to ELs if
language and context is not adjusted to their levels of English proficiency (Nutta et al., 2012).
While this was addressed in the first research question on oral discourse and EL specific reading
reading tools and techniques, it was validated in the second research question as the participants
acknowledged how their differentiated adjustments either or facilitated or hindered
comprehension of the most important concepts in the reading lessons. Because they worked to
improve and refine instructional skills during MELTS preparation and practice, it was evident
that they gained experience with strategies that proved to be beneficial for varying levels of
proficiency. From this, they recognized the importance of incorporating them more frequently
according to each EL’s individual learning needs.
It was clearly shown in the study that when TCs received guidance and feedback as a part
of their MELTS experience, they felt better prepared to reach ELs. Fountas and Pinnell (2018)
discussed the importance of coaching to improve teaching, implementing new instructional
practices, building upon courses and materials, and focusing on the individual needs of students.
The MELTS grant was based on a solid foundation of research, data, and evidence, and the
preparation process for TCs seemed to infuse each of these aspects in the effort to support
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elementary ELs at beginning, intermediate, and advanced English proficiency levels through
developing knowledgeable and prepared teachers.
According to verbal and written responses, TCs felt that the MELTS modules, content,
coaching, practice, and assessment all played key roles in “helping to address the different needs
of ELs,” “providing guidance for creating supportive tools and materials (props, guides,
frames),” “showing exactly what to do with the students making it much easier,” “giving ideas
about planning and how to conduct the lesson for class,” and also “building confidence needed
for effective teaching methods and preparation.” Each of these individual responses resulted
from their personal experiences and social perspectives in practice. Nutta et al. (2012), stressed
that addressing the needs of ELs in all classrooms begins with the preparation of teacher
candidates who can make a difference in overall achievement and learning outcomes. The TCs
who contributed to this study put forth great effort in doing so.
Further teacher preparation for improving students’ literacy levels has continued to be
important because of the persistent gap that is associated with reading, writing, and learning in a
new language (Martin, 2019). Research has shown that ELs have historically underperformed
and scored below adequate performance levels on national literacy achievement tests for
decades, and because it is teachers who address their individual learning needs, increasing
progress and achievement levels is dependent upon sufficient pedagogical approaches (NAEP,
2013; Martin, 2019). Students cannot succeed if they cannot read well, which further
complicates the teaching of EL students due to the fact that most teachers have had little or no
training and preparation to address this population of learners. This notion has exposed a
substantial need for practice, coaching, and feedback in teacher development.
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Ballantyne, Sanderman and Levy (2008) explained that approximately 30% of
mainstream teachers have received the professional development necessary to address the
linguistic and cultural needs of their students. According to this data, a percentage remains, and
that confirms that much needs to be done regarding preparation for teaching ELs. This research
revealed that when teachers received structured guidance, training, and support, they used key
instructional elements that furthered learning and deepened instruction. Prior research has
explained that teachers possess a value for ELs and the need to identify barriers related to their
learning, communication, and comprehension (Martin, 2019). In accordance, a push for the
improvement of instructional practices and teaching techniques in order to heighten literacy
outcomes for ELs has remained (Fountas & Pinnell, 2018).
Because the teachers began the study feeling unprepared, it was important to investigate
the distance between their actual development (determined by independent problem solving) and
the level of potential development (determined through problem solving under guidance, or in
collaboration with more capable peers) (Vygotsky, 1978). It was also important to examine the
social perspective on how learning and collaboration involved a deepening process of
participation in a community of practice. Ultimately, assessment and evaluation scores at the
end of the study showed that TCs were very competent and able to conduct more successful
reading sessions and instructional teaching practices with the ELs. This emphasized the positive
influence of adequate teacher preparation on the reading comprehension levels of second
language learners.
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Pedagogical Implications
This research emphasized that adequate teacher preparation is key in meeting the learning
needs of ELs. As reading translates across all academic subject areas, it is vital that teachers in
mainstream classrooms utilize EL specific strategies in order to promote optimal reading,
language development, and subject matter achievement. This study explored a face to face and
virtual/mixed-reality class environment, and TCs learned about using various EL teaching
methods. Through interaction with real ELs in addition to EL avatars, practice, observations, and
constructive feedback from the coach and evaluators, they enhanced their understanding of
teaching and improved specific instructional skills and behaviors conducive to L2 vocabulary
and reading comprehension.
The research findings indicated that MELTS teacher preparation connected strategies for
reading in a second language with simulated classroom environments, which can be an
integrative approach to promoting content and language development for ELs. During the indepth interactions, second language learners can experience opportunities to practice critical
literacy skills as teachers implement research based strategies based on state and national
standards. To be more specific, the use of virtual or mixed-reality environments such as
TeachLive can provide versatility in teaching and learning and allow teacher candidates to
understand more about the needs of their EL students and how they learn within their Zone of
Proximal Development.
Due to a variety of experiences in mainstream classrooms, TCs need more practice using
tools and techniques with ELs, (whether online with avatars or in person with real students), in
order to be prepared for addressing such diverse learners. By incorporating TeachLive into more
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courses and teacher preparation programs, prospective teachers will have opportunities to gain
experience using different instructional strategies and strategically practice building skills for
various types of behaviors, backgrounds, and age groups, which they are likely to encounter as
the percentage of ELs continues to rise in schools throughout the U.S. More importantly, TCs
can prepare for future success with ELs at various proficiency levels. Teachers’ explicit
knowledge about differentiation, leveled support, and the strategies/tools which are necessary for
comprehensibility per proficiency level is crucial not only to learn, but to practice for using with
ELs as well.
Results from this study highlighted key components that are important to improving
teaching practices and students’ overall academic performance. Mentoring and collaboration
was necessary for enabling TCs to address multiple proficiency levels and also the strengths and
weaknesses of balancing teaching and learning needs. Coaching and feedback was critical to the
success of the participants, and by purposefully addressing key instructional skills and
understanding the role of self-efficacy, it was evident that these elements were significant to a
conducive and responsive teaching and learning cycle. Teachers do need adequate training to
address the persistent achievement gap of ELs and to avoid pitfalls, but it is ongoing training,
support, and professional development that will sufficiently address the nationwide concern as
opposed to short term training and workshops, which have been said to be ineffective.
Therefore, a continuous cycle of collaboration and meaningful interactions facilitated the TCs
throughout this study in making progress in their learning.
While mentoring and collaboration is important to improving learning for ELs, the results
revealed how well prepared teachers made a difference. These findings are supported by
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research on read-alouds and EL engagement and achievement (Fountas and Pinnell 2018; Klem
& Connell, 2004; Hickman et al., 2004). Guidance and support along with organized
interactions to mediate development was evidently associated with teachers achieving specific
competencies and descriptors in the study. Research mentioned that preparation programs for
teachers are efficient when they are continuous and focused on teachers’ classroom and
professional knowledge needs (Echevarria et al., 2004). It has also been stressed that
development must be inclusive of extensive modeling, coaching, and meaningful collaboration
that consists of shared knowledge, experiences, and engagement in actual teaching (Nutta et al.,
2014; Calderon et al., 2011; Cisco & Padron, 2012). Regardless of simulated or face to face
classroom environments, coaches and mentors could provide guidance and support that enhance
educational outcomes for teachers across all academic subject areas.
Reducing the EL achievement gap will always be associated with elements of
preparation, which are instrumental in shaping the next generation of teachers who are the
leaders of a growing population of unique learners. However, receiving appropriate training,
instruction, and professional development can deepen their knowledge and abilities for being
successful in challenging teaching environments. Thus, teacher candidates can enhance their
understanding of the art of teaching ELs and continue to build upon the most effective teaching
skills for second language mainstream classrooms.
Recommendations for Future Research
Comprehension is crucial for all subjects, and reading is a skill that exercises several
different abilities as predictors of success. Therefore, more research should examine teachers
using read alouds and related strategies with ELs because reading is one of the most difficult
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skills to master (Grabe, 2007; Hickman et al., 2004). Developing various teaching strategies to
help ELs can highlight important trends in education that will deepen as well as hinder academic
achievement. Both aspects must be understood as they could determine whether teaching tools
and techniques are being used effectively or ineffectively with ELs in mainstream classes.
In addition, the study presented a simulated/mixed reality classroom environment
consisting of EL avatars. While many preparation programs do not provide such training and/or
practice, it is an essential part of engaging in realistic teaching and learning experiences in
addition to face to face instruction. Because of unforeseen circumstances, such as those existing
today, such as the pandemic, it is likely that teachers will experience both settings. Versatile
opportunities for teaching and meeting professional and required EL specific standards in U.S.
schools will help prepare teachers for uninterrupted instruction as they continue to build upon
various skills while being a positive influence on ELs literacy achievement performance.
This study only included those participants who were enrolled in TSL 4240. Although
some had previously taken TSL 4080, future research could focus on teacher candidates who
observe TeachLive sessions to investigate their experiences and learning outcomes providing a
new perspective because there are two parts (coaching and observing). These observations can
examine in detail whether there are any changes in the experiences, and they could also study
perceptions of the coach or evaluator’s point of view. Also, due to different objectives in the
MELTS modules and content, there was limited class time. To facilitate the completion of
reading sessions, future studies could arrange for extended time and participants, which may
encourage students and teachers to engage in more activities that are important to conducting a
complete lesson including additional story and comprehension elements.
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As this research followed a phenomenological approach and qualitative design, other
methods and designs (quantitative or mixed method) may provide further insights into teacher
preparation programs and areas of second language reading that should be further explored. By
understanding deeper insights regarding the teacher preparation process and what teachers
encounter in both virtual and face to face classrooms, educators can learn more about what helps
pre-service teachers accomplish effective teaching practices for ELs as a solution to narrowing
the existing achievement gap.
Study Limitations
Recruiting participants was a limitation of the study. Although the researcher used
purposeful sampling for recruitment, only teacher candidates enrolled in TSL 4240 were selected
for participation. Therefore, not all the TSL courses/sections had the opportunity to experience
MELTS and TeachLive practice coaching and evaluation sessions. The research does not
represent all of the teacher candidates who may have experience in different classes and settings.
Also, the teacher candidates who participated in the study were based on accessibility. UCF’s
campus and research site was used due to the researcher having access to certain courses and
modules and being familiar with instructors of the MELTS program. Students from other
campuses and research sites may proven beneficial or influential in the study. Another potential
limitation of this study is factors such as the anxiety or nervousness of working with avatars in
simulated/mixed reality classroom environments. This could lead to issues that effect the
individual teaching and learning experiences as well as interactions that take place in the virtual
environment. The time constraint during sessions was minor. However, if provided extended
time for teaching a full lesson, more themes and insights to the research could have emerged.
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Because of short sessions, there were other objectives and reading components that needed to be
explored.

Summary
This study focused on the preparation of MELTS teacher candidates and the tools and
techniques used to support reading comprehension for English learners. Preparation is key in
enhancing their academic achievement, but teachers must be well prepared in order to meet their
needs in all classrooms. TCs fully participated in all three phases of the study, and results from
all sources of data indicated the vital role of training, collaboration, guidance and support in the
process of developing EL specific teaching and learning competencies despite few limitations. .
Learning about the shared experiences and perceptions of pre-service teachers, tools and
techniques for ELs, and the processes in which the mixed-reality classroom environment is
utilized can give unprepared teachers a chance become empowered as they learn effective skills
from professional training to produce potent student learning.
Overall, the research contributes to the field of education and TESOL by providing
educators and researchers with a better understanding of the teacher candidates’ instructional
practices and perceptions of MELTS preparation in the TeachLive classroom. Because the EL
population is rapidly increasing, it is important for novice teachers to learn more about various
methods and strategies that can lead to academic success for students. Their experiences in
practice can enrich future training and provide valuable insights into the process of becoming
better and well prepared teachers of diverse language learners. Student learning success is a
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reflection of teaching success. Therefore, this study highlighted several important aspects
regarding what should be known about teacher preparation and educating English learners.
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APPENDIX B: INITIAL QUESTIONNAIRE
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The initial questionnaire consists of demographic and open-ended questions related to
your background teaching experience and preparation in K-12 classrooms. Please answer each
question providing information about your specific age, gender, nationality, major/year, as well
as a preferred pseudonym to match responses for transcription purposes. In order to maintain
participant confidentiality, you will have the option to choose a pseudonym instead of your real
name in the transcripts. All questions are asked for the purpose of obtaining relevant information
regarding your work with second language learners
Dear Teacher Candidate,
Thank you very much for taking the time to complete this questionnaire. Please respond to the
following questions:
Pseudonym (This is the confidential name you will be called in the research - Chapters 4 and 5):
Age/Gender/Nationality:
Major/year:
1. What subject(s) and grade level(s) have you taught?
2. Have you worked with English learners before?
3. If yes, when, where, and for how long?
4. Do you speak English as your first language?
5. If not, what is your first language? Do you speak any other languages?
6. Do you feel prepared to teach English learners? Why or why not?
7. Why would you like to participate in the research?
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APPENDIX C: MELTS SKILL 5 ACTIVITY FORM
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APPENDIX D: MELTS SKILL 6 ACTIVITY FORM
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APPENDIX E: SKILL 5 PRACTICE COACHING FEEDBACK FORM
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APPENDIX F: SKILL 6 PRACTICE COACHING FEEDBACK FORM
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APPENDIX G: SKILL 5 PRACTICE REFLECTION

121

After your Skill 5 practice session, please write a 1-2 paragraph reflection describing your
reaction to the practice experience. In your reflection, please answer the following questions:
1. What "aha" moments did you encounter during your coaching experience? What did they
teach you, and what can you bring into your own classroom?
2. What did you perceive as being difficult in the session, or what difficulties (if any) did you
encounter?
3. What did you do during your session that impressed you? What did you do that was
successful?
4. Did you find the videos helpful in preparing for your practice session? Why or why not?
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APPENDIX H: SKILL 6 PRACTICE REFLECTION
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After your Skill 6 practice session, please write a 1-2 paragraph reflection describing your
reaction to the practice experience. In your reflection, please answer the following questions:
1. What "aha" moments did you encounter during your coaching experience? What did they
teach you, and what can you bring into your own classroom?
2. What did you perceive as being difficult in the session, or what difficulties (if any) did you
encounter?
3. What did you do during your session that impressed you? What did you do that was
successful?
4. Did you find the videos helpful in preparing for your practice session? Why or why not?
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APPENDIX I: SKILL 5 EVALUATION RUBRIC
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SKILL 5 WHOLE CLASS READ ALOUD RUBRIC
Descriptor

0—Below
No evidence of
Engages all learners
engaging all learners
in the text by using 1)
by using vocal
vocal dynamics
dynamics
(loudness/softness of
(loudness/softness of
voice), 2) intentional
voice), intentional
pausing, 3) character
pausing, character
voice changes, 4)
voice changes,
exaggeration, 5)
exaggeration,
expressive intonation.
expressive intonation.

Uses gestures and
movements

Enunciates clearly
and spoke at a
comprehensible,
appropriate pace

Checks for EL
understanding

1—At

2—Above

—Outstanding

Engages all learners
Engage ELs and native
Engages all learners by
by using more than
speakers by using
using all five strategies
three of the strategies
three of the strategies
frequently
once

Uses gestures and
movements linking
No evidence of
Use gestures and
language and content
gestures and
movements to link
in consideration of
movements
language and content
language proficiency
levels
Speaks clearly and
Speaks fast with no
Speaks clearly and
comprehensibly,
evidence of adjustment comprehensibly for
occasionally adjusting
to ELs at level 1 and ELs at level 1 and
to ELs’ proficiency at
level 3
level 3
level 1 and level 3
Checks understanding
from ELs for both
No evidence of
Checks understanding
levels 1 and 3 by
checking for EL
from ELs for both
following up with
student understanding levels 1 and 3
level-appropriate
questions at least once
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Frequently uses gestures
and movements linking
language and content in
consideration of
language proficiency
levels
Speaks clearly and
comprehensibly,
frequently adjusting to
ELs’ proficiency at level
1 and level 3
Checks understanding
from ELs for both levels
1 and 3 by following up
with level-appropriate
questions multiple times

APPENDIX J: SKILL 6 EVALUATION RUBRIC
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ALEXIA
Mrs. Beth: Hi Alexia!
Alexia: Hi, can you all see me?
Mrs. Beth: I can.
Alexia: Oh, you can? I could see, but I thought you couldn’t see me.
Mrs. Beth: Your camera popped right on. How are you doing?
Alexia: I'm good, how are you?
Mrs. Beth: I'm doing well, my name is Mrs. Beth, and we're also here with Mrs. Burgos, and
we're going to be coaching you through skills 5 and 6 and giving you some feedback today.
Alexia: Ok.
Mrs. Beth: Do you have any questions for us about the students or about the lesson at all?
Alexia: Umm, I will have students with EL levels 1, 3 and 5. Correct?
Mrs. Beth: Yes, are you familiar with the students names?
Alexia: Umm, yes Edith, Tasir, and Edgar.
Mrs. Beth: Yes, that is correct. So, you'll have two and a half minutes to read the story. Just
assume that the students have already read to the end of the story. You’ll read for two and a half
minutes interacting with the text and the students, and then you'll ask your leveled questions
afterwards for another two and a half minutes.
Alexia: Ok.
Mrs. Beth: Do you have any questions for us?
Alexia: No. I'm ok, I guess.
Mrs. Beth: I’m sure you’ll do a great job. Whenever you're ready, do you have your visuals and
your props prepared?
Alexia: Yes, I just wanted to like since it is virtual, I do have a vocab guide, so like I would give
it to them you know. This is their vocab guide for level 3 and 5 or 3 and 1, my bad. So, I would
have this prepared for them. Yeah, other than that...
Mrs. Beth: Yeah, that's great, and you have your questions typed out and things?
Alexia: Oh yeah, do you need to see them?
Mrs. Beth: No. I was just making sure you had your materials.
Alexia: Oh, yeah.
Mrs. Beth: Alright, great! So, whenever you're ready, you can say “begin class.”
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Alexia: Ok, begin class. Hello class! Today, we will be reading Splat the Cat. We are going to
familiarize ourselves with some of the words we’ll be using. We’ll be using socks,
socks…cupboard, cupboard… milk, milk…comb, comb… and school. Alright, Splat the Cat. It
was early in the morning, and Splat was wide awake. Today was his first day at cat school, and
his tail wiggled wildly with worry - wiggled wildly with worry. If I hide from the day, maybe
it'll go away, he thought. It didn't go away. Time to get up, said his mom. Time to get dressed,
said his mom. I don't have any clean socks, said mom. Maybe I should go to school tomorrow
instead, said Splat. But, you don't wear any socks, said his mom. I'm having a bad hair day
mom. Maybe I should go to school tomorrow instead, said Splat. His mom combed his
hair. Perfect, she said. Don't forget your lunch box, said his mom. I'll need a friend today,
thought Splat, and he dropped his pet mouse Seymour into his lunch box. Time to go, said his
mom. The front door won't let me out mom. The gate won't let my fingers go mom. The
lamppost won't get out of my way mom. Mom! You can ride your bike if you like Splat, said
his mom. So he did, but he didn't say a single word. Welcome to cat school, a big round cat
said. I'm Mrs. Wimpy Dimple, your teacher. Splat’s mom gave him a hug. I'll be back soon,
she said. You'll be fine. Everyone, this is Splat! Let’s welcome him into our class, said Mrs.
Wimpy Dimple. Everyone, repeat after me, “ Hi Splat!” “Hi Splat!”
Mrs. Beth: Alright, Alexia, so now it's time to ask your leveled questions.
Alexia: Ok. So Tasir, if you were Splat, how would you feel about going to your first day of
school?
Tasir: Umm, I would probably be a little scared, but also excited.
Alexia: That is a very valid feeling. Good job, Tasir.
Alexia: Will Splat be excited to go to school now? Why or why not?
Tasir: Well, if he makes friends, then he'll be excited to go.
Alexia: Yes, he will be excited to go if he has friends now. Thank you, Tasir.
Tasir: Uh hm.
Alexia: Edgar, where did Splat not want to go? Where did Splat not want to go?
Edgar: No to go…ehm, Splat uhh no no want to go uh to school.
Alexia: Yes! Splat did not want to go to school. Why did Splat not want to go to school?
Edgar: Oh, he no want to go umm because he not like the school.
Alexia: Do you think Splat was nervous?
Edgar: Oh, yes scared.
Alexia: He was scared right? So, Splat felt nervous. Can you say that?
Edgar: Splat felt nervous.
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Alexia: Yes, thank you, thank you, Edgar. Edith, what is this? What is this?
Edith: Uh --- Inaudible --Alexia: No. Is this a cupboard?
Mrs. Beth: Alright, Alexia. So, I'm sorry. I was trying to tell you, but I was on mute.
Alexia: Oh yeah, I couldn't… I heard you like talk, and then it just went away.
Mrs. Beth: The picture is not in the camera, so she's not able to see it, and I just wanted to give
her options. So, you can say “Edith is this the cupboard? Yes or no?”
Alexia: Ok. I can't see what you see, so I can't tell if I'm in the frame or not. Is it in the frame?
Mrs. Beth: Yeah, she’s able to see it now.
Alexia: Ok. I'm sorry. Edith, is this a cupboard? Yes or no?
Edith: Si.
Alexia: Yes, it is a cupboard. Can you say cupboard?
Edith: Cupboard…
Alexia: Yes, it's a cupboard. Do you remember what was stuck in the cupboard?
Edith: No entiendo.
Mrs. Beth: So, that's a little bit too much teacher talk for her, so you can show her the picture,
and you can have her repeat after you. Or you can ask her a yes or no question or something with
color. She knows her colors.
Alexia: Ok. Is this milk?
Edith: Si. Leche…si.
Alexia: Yes, it is milk, right. So, the milk was stuck in the cupboard. Can you say milk?
Edith: Milk…
Alexia: Right, the milk was stuck in the cupboard. Thank you, Edith.
Mrs. Beth: Alright, great so that was your time. Alexia, how do you feel about your lesson
today?
Alexia: Ok, it wasn't the best. I stuttered a little bit while I was reading, but also I didn't know I
wasn't reading the full story, so it kinda was helpful. But, ha, I don't know, I don't know how to
feel honestly.
Mrs. Beth: Well, I thought you did a really, really good job with reading through the story. Ah,
you had an excellent pace for student understanding. You used gestures, you changed your voice
when reading, and you also interacted with your props going through that story and reading it
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through with them and checking for understanding. For your leveled questions, you had really
good questions for all three levels. Although you know with Edith, it is hard to know and
understand that appropriate level, but I like the way you had her repeat after you. Even when she
said si for yes, you said yes, and then you have to repeat the language in the terms like cupboard
and milk, so I thought you did an excellent job rephrasing and having her repeat. Overall, you
did really well, so you should be proud of yourself. Mrs. Burgos, would you like to add in any
feedback?
Mrs. Burgos: Yes, Alexia for skill number 5, I love the way that you were reading. I think you
engaged all the students with your intonation and the way that you were reading. For skill
number 6, I like that you made the correction of pronunciation to Edith and Edgar, and I love the
question to Tasir because you put her in a real situation, so she needs to produce more
English. And for Edgar, when you said, do you think, that is a personal opinion, so it's good that
Edgar could say something with more English…using more English. You passed all the skill
specific behaviors for skill number 5 and skill number 6. Congratulations Alexia.
Alexia: Thank you.
Mrs. Burgos: Very well.
Mrs. Burgos: Great job, Alexia. Congratulations on earning your badges. You are
welcome. We appreciate you being here and doing this lesson with us tonight. Do you have any
questions at all for us?
Alexia: Umm, is there any other feedback that I could do to like improve in the future like when
I am with real students… like what do you think I could do more to be more effective, I guess?
Mrs. Beth: Continue to use your visuals and props. You did great. You did really well with
gestures and your voice change. Just make sure when interacting with the level 1 student to
simplify your question, and you did well with repeating and having them repeat after you to
produce more of the language. So, you did well, but just remember like with level 1 simplified
questions and visuals. With Tasir, you can actually have follow-ups for her. You asked her a
question about Splat the Cat, and she said yes. It was a yes or no question, but she could’ve
explained more to why she said yes or no. So, just getting them to explain when they're at a
level 5 producing more of that language is important. But, overall you did a great job.
Alexia: Thank you.
Mrs. Beth: Feel proud of yourself. Do you have any other questions for us?
Alexia: Nope.
Mrs. Beth: Alright, well you have a great night. Thank you.
Alexia: Thank you, you too.
Mrs. Burgos: Bye-bye.
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ISABEL
Mrs. Beth: Hi Isabel. Do you have all of your materials? Are your resources with you?
Isabel: Yes, I have them with me.
Mrs. Beth: Ok, great! So, which story will you be doing?
Isabel: I will be doing Not Norman.
Mrs. Beth: Not Norman, perfect. So, I'm gonna set the timer for five minutes, and you're gonna
have two and a half minutes to read the story, and then you will have two and a half minutes to
ask your leveled questions to the students.
Isabel: Ok.
Mrs. Beth: With the assumption that they've already read the whole text.
Isabel: Yes, just one minute please. I'm trying to find my leveled questions. Just a minute.
Mrs. Beth: No problem.
Isabel: It seems I’ve dropped it. I apologize, I will be right back. I'm pretty sure I have them.
Mrs. Beth: No problem, take your time.
Isabel: Thank you. Apologies, I have them now.
Mrs. Beth: You said you got your materials?
Isabel: Yes, I got all my materials, sorry about that.
Mrs. Beth: Alright, so you're familiar with the different students?
Isabel: Yes, ahh, Edith, Edgar, and Tasir, right?
Mrs. Beth: Yes, so you have Edith who's level 1, Edgar who is a Level 3, and Tasir who's level
5. Alright, so whenever you're ready, you can say begin classroom, and I'll start the timer for
those two and a half minutes for you to read the story, and then after that you will ask your level
questions for two and a half minutes also.
Isabel: Ok, great.
Mrs. Beth: Whenever you're ready, say “begin class.”
Isabel: Begin class. Hi everyone. Today, we’re gonna be talking about a story called Not
Norman by Kelly Bennett. In this story, we're going to talk about many different animals like
mice. I'm going to talk about cats. I'm going to talk about birds, and we’re going to talk about
lizards too. We’re gonna talk about little puppies, and of course we're going to talk about
goldfish. Let's get started. Not Norman, a goldfish story, by Kelly Bennett. When I got
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Norman, I didn't want to keep him. I wanted a different kind of pet, not Norman. Look, it's the
boy's birthday. Tasir, what's the best present that you got for your birthday?
Tasir: Umm, the best present I ever got for my birthday, umm ah it was probably probably
umm…I think a trip to Disneyland.
Isabel: Really, did you have fun?
Tasir: Yeah.
Isabel: Well, that's great. Let's keep going.
Mrs. Beth: Isabel, is your background blurred by any chance? I could see the visuals, but now I
feel like I can't see them when you held the story up.
Isabel: Umm, ok let me…
Mrs. Beth: Try adjusting your settings.
Isabel: Umm, I'm not sure why it's showing up that way, I apologize. You can't see my
materials?
Mrs. Beth: It was blurry for a second there. Can you hold it up? Yeah, when you hold up the
materials or maybe few, go back not so close into the camera…yeah, that’s still blurry. Mrs.
Burgos are they blurry for you?
Mrs. Burgos: I cannot see them in this moment. I don’t know what happened.
Mrs. Beth: Yeah, I think your camera is blurred, so if you go in your settings you can hit unblur
background.
Isabel: Ok, oh I see.
Isabel: Ok, thank you. Is that better?
Mrs. Burgos: Ok, that’s perfect.
Mrs. Beth: Yeah, you can continue. I just wanted to make sure.
Isabel: Of course, no worries. Alright let's continue. I wanted a pet who could run and catch or
one who could climb trees and chase strings, a soft furry pet to sleep in my bed at night, not
Norman. All Norman does is swim around and around, round and around, round and
around. Edgar, do you have a pet?
Edgar: Oh no!
Isabel: Oh, you don't have a pet? So, if you could have a pet, what pet would you like?
Edgar: Tiger.
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Isabel: A tiger, oh that’s a big one! Alright, let’s go ahead and continue. This is it Norman, I
decide. I’m trading you for a good pet. Norman doesn't even move, not even a fin
twitches. How can I trade him like this? No one would want a sorry looking fish in a gunky
bowl. Gunky means it's dirty. Look at his dirty bowl, eew. When I drop Norman into his nice
clean bowl, he starts dipping and flipping, flapping his fins around. He looks so goofy, I have to
laugh. Don't think that just because you made me laugh, I'm going to keep you, I tell him.
Tomorrow, you're out of here! Norman blows a stream of bubbles. The next day, I take
Norman to school with me. If I talk him up real good during show and tell, maybe someone will
want him. On the way there, we see my friend Austin. Austin has a real cool dog and seven
puppies.
Mrs. Beth: Alright Isabel, you can switch to your level questions now.
Isabel: Thank you. Is it ok that I didn't get through the whole story?
Mrs. Beth: Yes, you can assume they have read this story already.
Isabel: Ok. Edith, who is this?
Edith: Pez?
Isabel: That's a fish, right, what's his name?
Mrs. Beth: So, for Edith, you want to make sure you use a simplified question like yes or no, so
you can point to the picture…then you can say “Is this Norman? Yes or no?”
Isabel: Ok. Edith, is this Norman? Yes or no?
Edith: Si…
Isabel: Yes, that is Norman. And Edith, what kind of pet is he? Is he a dog, is he a lizard, or is
he a goldfish?
Edith: Si…
Isabel: Yes, he's a goldfish, right? A gold fish. Edgar, how is the boy feeling at the beginning
of the story?
Edgar: Uhh, the boy feel mad.
Isabel: Yeah, he's mad. Why do you think he's mad?
Edgar: Cause, he no like the fish.
Isabel: He doesn't like the fish, does he? Yeah, he didn't want a fish, right?
Edgar: No.
Isabel: And, but how does he feel at the end of the story?
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Edgar: Oh, he feel happy.
Isabel: He was happy because he did want the fish, right?
Edgar: Yeah.
Isabel: Yes. Tasir, if you were the boy, would you give up Norman?
Tasir: Umm, well no. I mean I wouldn't wanna give up a pet that someone gave me, but it's not
one that - I wouldn't, I wouldn't pick a fish.
Isabel: Right.
Tasir: But, I wanna give him up.
Isabel: Of course, of course. And what do you think made the boy change his mind about the
fish?
Tasir: Umm, cause the fish made him laugh?
Isabel: Yeah, he made him laugh, right?
- - Inaudible - - - (timer beeped)
Isabel: Yes. Thank you, and thank you everyone. End class.
Mrs. Beth: Alright, thank you Isabel. So, how do you feel about your lesson today?
Isabel: I feel very good. Thank you so much for your time, and thank you for the feedback.
Mrs. Beth: Oh, I appreciate it, and I thought you did really, really well with the pacing of your
lesson. Throughout the entire lesson with the students, I loved how you had your visuals and
your props ready, and you interacted throughout the story while reading the story with the
students. I know with Edith, it's kind of hard to address and go over those questions with her,
but I always simplify the question, using less teacher talk, so that she can understand and respond
to you with those different types of questions. Thank you for changing it up and simplifying it
with those yes or no questions, and when she said yes that was the fish, a good thing is just to
repeat it like “yes! this is a fish!” so she can speak the language back to you. Your questions
were great for Edgar and Tasir. I liked how you use your visuals and props throughout to help
gauge the students. So, overall I think you did a really good job. Mrs. Burgos, would you like to
add in anymore feedback?
Mrs. Burgos: Yes. Isabel, I love the way that you prepared your skill number 5 and 6 because I
can see in the presentation that you did a very good job. You engaged all the students, you
interacted very well with visuals, and you used facial expressions and changed your voice. That
was so good, and I love the question that you to Tasir and Edgar because Tasir, for example,
could speak a lot of good English, and you were paying attention and corrected Edgar too and
Tasir. Very good. So, you have earned skill number 5 and 6. Congratulations Isabel.
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Isabel: Thank you so much.
Mrs. Beth: Alright, thank you. Congratulations on badging skills 6 and 5. Do you have any
other questions for us today?
Isabel: Not at the moment.
Isabel: Thank you so much.
Isabel: Alright ,well thank you. Have a great day.
Isabel: You too.
Mrs. Burgos: Bye-bye.
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JUSTINE
Justine: Hi!
Mrs. Beth: How are you? So we can't see you, do you have your camera on?
Justine: I do, give me one second. Yeah, can you see me now?
Mrs. Beth: Yes, I can see you now, thank you. For some reason it went out again, though. Mrs.
Burgos, are you able to see Justine?
Mrs. Burgos: Ahh no. No.
Mrs. Beth: Can you try clicking your camera on and off again? I saw you, and now I don't see
you anymore.
Justine: Is it working now?
Mrs. Beth: No, not sure why.
Justine: That’s weird, I can see myself in the little in the top corner.
Shan: I can see her, too.
Mrs. Beth: Shan, you can see her?
Shan: Yes.
Mrs. Beth: I wonder why we're not able to see her.
Justine: Hopefully, it’ll click on.
Mrs. Beth: I got a message that said teach live can see Justine. Okay, so just me and Mrs.
Burgos can't see.
Justine: Yeah.
Mrs. Burgos: Ah, no I cannot see.
Mrs. Beth: I think it's just kind of glitching out so we'll listen in, and Shan you said you could
see her correct?
Shan: Yes, I can see her.
Mrs. Beth: Alright, so if the students can see her, and then you guys can see, we'll just make
sure to listen in for this, alright Justine?
Justine: Ok.
Mrs. Beth: Alright, which story are you gonna be doing?
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Justine: The true story of the Three Little Pigs.
Mrs. Beth: Ok. So, you’re gonna be doing the Three Little Pigs? Can you do me a favor? I'm
gonna like boot you out because I do want to be able to see you and to coach you myself or Mrs.
Burgos. We both kinda have to see you, so I'm going to just kick you out, and then I'll add you
back on just to see if that helps us.
Justine: Ok, thank you.
Mrs. Beth: I wanna give – oh there you are. Mrs. Burgos can you see Justine now?
Mrs. Burgos: No.
Justine: I still can't. Sorry, it’s the grid.
Mrs. Beth: Well, we’ll listen in, and I’ll coach the badge, so since one of us can see her that's
good. Alright, so you are doing The Story of the Three Little Pigs. We have been lucky tonight.
We have been able to hear all three stories so that’s great.
Justine: I was a kid, so I was excited to read it.
Mrs. Beth: Oh, you had the book when you…was it the same story of the…well the true
story? Yeah this is Wolf's version. So, do you have your materials and the book with you or the
story?
Justine: Yeah, so I have it right here. So, it's like kind of hard for me to hold up, but I should be
able to.
Mrs. Beth: Yeah, and if you just go a little to your left, then we can see it better. Perfect. That
perfect right there. I know it's hard to angle some of the materials.
Mrs. Beth: Umm, and so we have you doing skills 5 at 6, and do you have your leveled
questions to ask the students?
Justine: I do.
Mrs. Beth: Ok, perfect. So you'll have two and a half minutes to read to the students, and then
you'll have two and a half minutes to ask them the leveled questions.
Justine: Alright, just give me actually one second.
Mrs. Beth: No problem.
Justine: One more paper. Alright, now I'm ready.
Mrs. Beth: Great. So, whenever you're ready, you can say “begin class,” and I'll let you know
when to switch over to your leveled questions.
Justine: Alright, thank you.
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Mrs. Beth: No problem.
Justine: Begin class. Hey everybody, how are you doing?
Edgar: Ok, how are you?
Justine: Doing good. We're gonna read a really cool story today, but before we read that story, I
wanted to go over some of the vocabulary that we're gonna be reading about. So, some of the
words we're gonna have today in our story are gonna be wolf-lobo, pig-cerdo, sugar-azucar, cup
of sugar-tasaday azucar, sneeze-estranuda, straw-haha, pick-paolo, brick-labrello. And if anyone
wants to look at this, I'm gonna have it right here where everybody can see. So, today our story
is called The True story of the Three Little Pigs. Has anyone heard of the Three Little Pigs
before? Yeah, awesome, awesome. So, today we're gonna be reading The True Story of the
Three Little Pigs. It's about the same thing, but it's told by someone else. Ables, as told to Jon
Scieszka. Everybody knows the story of the Three Little Pigs, or at least they think they do. But,
I'll let you in on a little secret. Nobody knows the real story because nobody has ever heard my
side of the story. I'm the wolf, Alexander T. Wolf. You can call me Al. I don't know how this
whole big bad wolf thing got started, but it's all wrong. Maybe it's because of our diet. Now a
diet is what someone eats, like pizza is in my diet. Edgar, can you tell me something that's in
your diet?
Edgar: Oh…
Justine: What’d you say?
Edgar: Oh cereal.
Justine: Cereal, very yummy! Alright, let's keep reading. Hey, it's not my fault wolves eat cute
little animals like bunnies, and sheep, and pigs. That's just the way we are. If cheeseburgers
were cute, folks would probably think you're big and bad too. Well, like I was saying, the whole
big bad wolf thing is all wrong. The real story is about a sneeze - achoo and a cup of sugar. So,
here's our first picture. This is the real story. Way back and once upon a time time, I was
making a birthday cake for my dear old granny. I had a terrible sneezing cold. I ran out of
sugar, so I walked down the street and asked my neighbor for a cup of sugar. Now this neighbor
was a pig, and he wasn't too bright either. He had built his whole house out of straw. You can
see the straw house here looks like… Can you believe it? I mean who in the - who in his right
mind would build a house out of straw? So, of course the minute I knocked on the door, it fell
right in. I didn't want to just walk into someone else's house, so I called little pig, little pig are
you in? No answer. I was just about to go home without the cup of sugar for my dear old
granny's birthday. That's when my nose started to itch. I felt a sneeze coming on. Well, I huffed,
and I snuffed, and I sneezed a great sneeze – achoo - and you know what? The whole darned
straw house fell to the ground.
Mrs. Beth: Alright Justine, now you can move on to your leveled questions.
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Justine: So, I'm gonna go back to a picture in the story. And I wanna ask Edith, can you tell me
who this is?
Edith: No entiendo.
Mrs. Beth: So, for Edith… (Inaudible) …
Edith: Es un lobo…
Justine: Yes, it's the wolf, it is the wolf. And do you remember what the wolf's name is?
Edith: Que dijo?
Edgar: Nombre? The lobo.
Mrs. Beth: For Edith, you can say the wolf’s name, and have her repeat it back.
Justine: So, the wolf's name is Al. Can you say Al?
Edith: Al.
Justine: Yes, good job. This is Al the wolf, and he's the one telling us the story. He is the
speaker. So, here you go. The wolf is named Al. Edgar, why did the wolf go to his neighbor’s
house?
Edgar: Oh, the works. He go… to the… go to the daughter house… oh because him need some
sugar.
Justine: Yes, the wolf needed to borrow sugar. Good job, good job. And what was he gonna
use that sugar to do? He was gonna use a cup of sugar, and what was he gonna use that cup of
sugar for?
Edgar: The cup is for the sugar. Um, he want to uh…make a cake.
Justine: Yes, good job. He wanted to make a birthday cake for his granny. Good job, good
job. Edgar, can you use a word to describe the wolf for me?
Edgar: Ehh, describe?
Justine: Yeah, so we would say the wolf is? What do you think about the wolf?
Edgar: It sneeze…
Justine: Yeah, he sneezes a lot. Yeah, maybe he is sick. Yeah, the wolf is sick because he
sneezes a lot. Good job. Tasir, I want ask you, do you know that the wolf is telling the truth?
Tasir: Um, I don't think so.
Justine: You don't? Why don't you think the wolf is telling the truth? What makes you think
that?
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Tasir: Well, I don't think he's telling the truth because he's a wolf.
Justine: Ok, yeah you think he’s not…
Tasir: I don’t, I don't think you can trust a wolf.
Justine: Ok, I see. And so Edith…I'm sorry Tasir, what would you do if the wolf knocked on
your door?
Tasir: Ummm, if a wolf knocked on my door, I would - I would hide. I would hide some place.
Justine: Me too, me too.
Mrs. Beth: Alright, so if you're finished you could say “end class.”
Justine: End class. I could do a few more questions if you want but…
Mrs. Beth: No, that was perfect. How do you feel about your lesson?
Justine: Umm, I feel pretty good. I guess I didn't get to use all my materials. Maybe I just read it
too slow, but I feel like I had that feeling going into it. I already felt like - I was like, oh I don't
know if I'll be able to read all of it .
Mrs. Beth: Yeah, and you go into it assuming that the students have already read the story. You
did really, really well interacting with your visuals and props, and it was great that you had that
realia for the students. You were able to read through the story and engage them with those
props, and your pacing was really good throughout the story, and I liked how you checked for
understanding while reading - and how you went over the different vocabulary words starting the
story. So, that was a great introduction. Overall, with the reading of the story, I thought you did
a really good job, and your leveled questions were great. For Edith, you just have to remember
to simplify those questions for her so...
Justine: Yeah, I was about to like give her the answer. I just wasn't sure if that was ok, but I was
about to do that.
Mrs. Beth: Yes, for Edith you want her to produce the language. For the English language you
just want to say that for her and have her repeat it so that she understands. And it was good that
you did have the words in Spanish for her, so just have her repeat it back in English, and then it
was great that you did have her repeat the name ‘Al’ back in English. I thought your other
questions for Edith and Tasir were appropriate for their levels, and it was good that you asked
them those questions, so they were able to explain their knowledge of the story for you. Overall,
I thought you did a great job with skills 5 and 6. Mrs. Burgos,would you like to share your
feedback?
Mrs. Burgos: Yes, of course. Justine I like the way that you presented your skill number 5 and
also skill number 6. I think you did a very good job in preparation of them. I like the way that
you read, and also I like the way that you checked for understanding especially for Tasir and
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Edgar - when you included for example the question about diet, that was very good. And also
for Tasir, you gave her the possible situation - so I think that Tasir was practicing her English
very well and in a good way. I think the levels of all the questions were perfect for all of
them. Congratulations, you passed. You have passed skill 5 and 6. Very good.
Justine: Thank you so much.
Mrs. Beth: Yes, you did a great job.
Mrs. Burgos: That was so good.
Mrs. Burgos: Thank you so much.
Justine: Thank you guys.
Mrs. Beth: Do you have any questions for us?
Justine: Um, no I don't think so. Thank you.
Mrs. Beth: Good job.
Mrs. Burgos: Very good job. Bye-bye.
Justine: Thank you guys. Have a great night.
Mrs. Burgos: Ok, thank you, you too.
Mrs. Beth: Take care.
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MADI
Mrs. Beth: Alright so, you will have 5 minutes in total to do skills 5 and 6.
Madi: Ok.
Mrs. Beth: You will read the story for two and a half minutes for skill 5, and then for skill 6
you'll have two and a half minutes to ask your level questions to the student.
Madi: Ok.
Mrs. Beth: Do you have all of your materials and resources and the story that you need?
Madi: Yes, I do. Let me just make sure everything's in the right order.
Mrs. Beth: No problem. And then also just letting you know, I’m Mrs. Beth and then we're also
here with Mrs. Burgos, just let us know if you have any questions.
Madi: Ok, thank you. I think I'm good. I think I'm prepared.
Mrs. Beth: I’m sure you're fine, and you're gonna do great. So um, I will start the timer for the
first two and a half minutes for skill 5, and then I'll let you know when we're gonna move on to
your leveled questions for skill 6. So, whenever you're ready you can say “begin class.”
Madi: Begin class. Hi class! Today we're gonna read a story called Splat the Cat. It was early
in the morning, and Splat was wide awake. Today was his first day at cat school, and his tail
wiggled wildly with worry. Splat the cat is going to his first day of cat school. If I hide from the
day maybe it'll go away, he thought. It didn't go away. Time to get up, said his mom. Time to
get dressed, said his mom. I don't have any clean socks, mom. Maybe I should go to school
tomorrow instead. You don't wear socks, said his mom because cats don't wear socks. I'm
having a bad hair day, mom. Maybe I should go to school tomorrow instead, said Splat. His
mom combed his hair. Perfect, she said. Don't forget your lunch box, said his mom. I'll need a
friend today, thought Splat. And he dropped his pet mouse, Seymour, into his lunch box. Time
to go, said his mom. The front door won't let me out, mom. The gate won't let go of my fingers,
mom. The lamppost won't let go - get out of my way, mom. Mom! You can ride your bike if
you like Splat, said his mom. So he did, but he didn't say a single word. Welcome to cat school
said a big round cat. I'm Mrs. Wimpy Dimple, your teacher. Splat’s mom gave him a hug. I'll be
back soon, she said.mmYou'll be fine. Everyone, this is Splat. Let's welcome him into our class,
said Mrs. Wimpy Dimple. Hi Splat! Mrs. Wimpy Dimple began. Cats are amazing, she
said. We are clever, cunning, and quick. Am I amazing too, asked Splat? Yes, you too, said
Mrs. Wimpy Dimple. Cats climb trees, drink milk, and chase mice, she continued. Why can we
chase mice asked Splat? It's what we do, replied Mrs. Wimpy dimple. Why asked
Splat? Because, Mrs. Wimpy dimple sighed. Lunchtime she announced!
Mrs. Beth: Alright Madi, so that is your time for the story. Great job reading through that, and
now can you go over to skill 6 to ask your leveled questions.
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Madi: Ok, so do I just start - address the students and ask?
Mrs. Beth: Yes, you can just start asking your questions, and once you start I’ll start the timer.
Madi: Ok. Awesome, thank you.
Mrs. Beth: No problem.
Madi: Ok, and then…Great. Edith, who is this?
Edith: Que di hoyo…
Mrs. Burgos: Que sito…
Mrs. Beth: Edith might not know, so you can say, Edith is this Splat the cat, yes or no?
Madi: Ok. Edith, is this Splat the cat, yes or no?
Edith: Yeah.
Madi: Yes.
Edith: It’s un gato.
Madi: Yes, this is Splat the cat. Can you say Splat, Edith?
Edith: Splat.
Madi: Splat, great job! Awesome. Ok, Edgar, how did Splat feel at the beginning of the story?
Edgar: Um, she feel um not happy.
Madi: Not happy, can you tell me why he was not happy? Why was Splat not happy at the
beginning of the story?
Edgar: Um, he's not happy en because…uh you know he no want to go to the school.
Madi: Yes, he was not happy because he did not want to go to cat school. Great job,
Edgar! Thank you. Um ok, Tasir. So, Splat was very worried to go to cat school. Were you
worried to go to school for the first time?
Tasir: Um, I think so.
Madi: You think so? What made you worry?
Tasir: Um, I was…I didn't know anybody, and I didn't speak um my English wasn't very good,
so I was nervous.
Madi: Yes, those things can definitely make you nervous to start a new school for sure.
Awesome, great job! Ok, think that’s it!
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Mrs. Beth: I'm sorry. I hit unmute, and then it muted again. Sorry about that. So how do you
feel about your lesson today?
Madi: Well, to be honest, it definitely went better than my first lesson did. Um, I didn't confuse
anyone, so I would say it was pretty good.
Mrs. Beth: Yeah, I think you did an excellent job as well with both skills. For skill 5, you used
your visual and props to interact with the students, and I thought you did a really good job with
doing so because the students were able to understand like the content of the story as you went
through it, and you had great facial expression, gestures. Your tone was done really well when
speaking to the students, and overall I thought you did a really good job with reading over the
story. Mrs. Burgos would you like to add anymore feedback?
Mrs. Burgos: Yes, of course.
Mrs. Beth: For skills 5 and 6. Sorry I didn't go over 6.
Mrs. Burgos: It’s ok.
Mrs. Beth: Well, I’ll go over 6, and then I’ll let Mrs. Burgos cover skill 6 just really
quickly. Um, I thought you did a great job of checking for understanding, enunciating your
questions clearly, engaging with all three EL students, and then getting them to produce the
language and staying and having a relevant topic and discussion questions for the students. So
overall, great job with both skills. Mrs. Burgos would you like to give feedback for those skills
now? Sorry.
Mrs. Burgos: Yes.
Mrs. Burgos: I agree with you. Madi, you did a great job. You engaged all the students, and
you used your visuals very well for telling the story. I love the way that you were reading the
story. You checked for understanding, and you pass all the skill specific behaviors for
skill number 5 and 6, and for skill number 6 you presented relevant topic discussion points.
Very good, with appropriate prompts and questioning. You have earned skill number 5 and skill
number 6 Madi. Congratulations.
Madi: Thank you, thank you.
Mrs. Burgos: Excellent job.
Mrs. Beth: Yes, congratulations on earning your badge for both skills 5 and 6. Do you have any
questions for us?
Madi: I don't think so. I did better than expected so…
Mrs. Beth: Alright great! Well, you did a great job, and I hope you have a good evening.
Madi: Thank you, you guys too. Have a good one.
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Mrs. Burgos: Ok.
Mrs. Burgos: Bye-bye, thank you.
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Mrs. Beth: Alright so, you will have 5 minutes in total to do skills 5 and 6.
Madi: Ok.
Mrs. Beth: You will read the story for two and a half minutes for skill 5, and then for skill 6
you'll have two and a half minutes to ask your level questions to the student.
Madi: Ok.
Mrs. Beth: Do you have all of your materials and resources and the story that you need?
Madi: Yes, I do. Let me just make sure everything's in the right order.
Mrs. Beth: No problem. And then also just letting you know, I’m Mrs. Beth and then we're also
here with Mrs. Burgos, just let us know if you have any questions.
Madi: Ok, thank you. I think I'm good. I think I'm prepared.
Mrs. Beth: I’m sure you're fine, and you're gonna do great. So um, I will start the timer for the
first two and a half minutes for skill 5, and then I'll let you know when we're gonna move on to
your leveled questions for skill 6. So, whenever you're ready you can say “begin class.”
Madi: Begin class. Hi class! Today we're gonna read a story called Splat the Cat. It was early
in the morning, and Splat was wide awake. Today was his first day at cat school, and his tail
wiggled wildly with worry. Splat the cat is going to his first day of cat school. If I hide from the
day maybe it'll go away, he thought. It didn't go away. Time to get up, said his mom. Time to
get dressed, said his mom. I don't have any clean socks, mom. Maybe I should go to school
tomorrow instead. You don't wear socks, said his mom because cats don't wear socks. I'm
having a bad hair day, mom. Maybe I should go to school tomorrow instead, said Splat. His
mom combed his hair. Perfect, she said. Don't forget your lunch box, said his mom. I'll need a
friend today, thought Splat. And he dropped his pet mouse, Seymour, into his lunch box. Time
to go, said his mom. The front door won't let me out, mom. The gate won't let go of my fingers,
mom. The lamppost won't let go - get out of my way, mom. Mom! You can ride your bike if
you like Splat, said his mom. So he did, but he didn't say a single word. Welcome to cat school
said a big round cat. I'm Mrs. Wimpy Dimple, your teacher. Splat’s mom gave him a hug. I'll be
back soon, she said.mmYou'll be fine. Everyone, this is Splat. Let's welcome him into our class,
said Mrs. Wimpy Dimple. Hi Splat! Mrs. Wimpy Dimple began. Cats are amazing, she
said. We are clever, cunning, and quick. Am I amazing too, asked Splat? Yes, you too, said
Mrs. Wimpy Dimple. Cats climb trees, drink milk, and chase mice, she continued. Why can we
chase mice asked Splat? It's what we do, replied Mrs. Wimpy dimple. Why asked
Splat? Because, Mrs. Wimpy dimple sighed. Lunchtime she announced!
Mrs. Beth: Alright Madi, so that is your time for the story. Great job reading through that, and
now can you go over to skill 6 to ask your leveled questions.
Madi: Ok, so do I just start - address the students and ask?
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Mrs. Beth: Yes, you can just start asking your questions, and once you start I’ll start the timer.
Madi: Ok. Awesome, thank you.
Mrs. Beth: No problem.
Madi: Ok, and then…Great. Edith, who is this?
Edith: Que di hoyo…
Mrs. Burgos: Que sito…
Mrs. Beth: Edith might not know, so you can say, Edith is this Splat the cat, yes or no?
Madi: Ok. Edith, is this Splat the cat, yes or no?
Edith: Yeah.
Madi: Yes.
Edith: It’s un gato.
Madi: Yes, this is Splat the cat. Can you say Splat, Edith?
Edith: Splat.
Madi: Splat, great job! Awesome. Ok, Edgar, how did Splat feel at the beginning of the story?
Edgar: Um, she feel um not happy.
Madi: Not happy, can you tell me why he was not happy? Why was Splat not happy at the
beginning of the story?
Edgar: Um, he's not happy en because…uh you know he no want to go to the school.
Madi: Yes, he was not happy because he did not want to go to cat school. Great job,
Edgar! Thank you. Um ok, Tasir. So, Splat was very worried to go to cat school. Were you
worried to go to school for the first time?
Tasir: Um, I think so.
Madi: You think so? What made you worry?
Tasir: Um, I was…I didn't know anybody, and I didn't speak um my English wasn't very good,
so I was nervous.
Madi: Yes, those things can definitely make you nervous to start a new school for sure.
Awesome, great job! Ok, think that’s it!
Mrs. Beth: I'm sorry. I hit unmute, and then it muted again. Sorry about that. So how do you
feel about your lesson today?
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Madi: Well, to be honest, it definitely went better than my first lesson did. Um, I didn't confuse
anyone, so I would say it was pretty good.
Mrs. Beth: Yeah, I think you did an excellent job as well with both skills. For skill 5, you used
your visual and props to interact with the students, and I thought you did a really good job with
doing so because the students were able to understand like the content of the story as you went
through it, and you had great facial expression, gestures. Your tone was done really well when
speaking to the students, and overall I thought you did a really good job with reading over the
story. Mrs. Burgos would you like to add anymore feedback?
Mrs. Burgos: Yes, of course.
Mrs. Beth: For skills 5 and 6. Sorry I didn't go over 6.
Mrs. Burgos: It’s ok.
Mrs. Beth: Well, I’ll go over 6, and then I’ll let Mrs. Burgos cover skill 6 just really
quickly. Um, I thought you did a great job of checking for understanding, enunciating your
questions clearly, engaging with all three EL students, and then getting them to produce the
language and staying and having a relevant topic and discussion questions for the students. So
overall, great job with both skills. Mrs. Burgos would you like to give feedback for those skills
now? Sorry.
Mrs. Burgos: Yes.
Mrs. Burgos: I agree with you. Madi, you did a great job. You engaged all the students, and
you used your visuals very well for telling the story. I love the way that you were reading the
story. You checked for understanding, and you pass all the skill specific behaviors for
skill number 5 and 6, and for skill number 6 you presented relevant topic discussion points.
Very good, with appropriate prompts and questioning. You have earned skill number 5 and skill
number 6 Madi. Congratulations.
Madi: Thank you, thank you.
Mrs. Burgos: Excellent job.
Mrs. Beth: Yes, congratulations on earning your badge for both skills 5 and 6. Do you have any
questions for us?
Madi: I don't think so. I did better than expected so…
Mrs. Beth: Alright great! Well, you did a great job, and I hope you have a good evening.
Madi: Thank you, you guys too. Have a good one.
Mrs. Burgos: Ok.
Mrs. Burgos: Bye-bye, thank you.
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ALEXIA

Researcher: Good morning, Alexia. Thank you for taking the time to meet with me today. I
appreciate all of your help in this research study, and I’d like for you to know that the data and
information that you’ve provided is very valuable.
Researcher: The purpose of this interview is to gather your thoughts and feelings regarding the
overall MELTS experience, including modules, coaching sessions, the evaluation session,
etc. The overall goal of the research was to investigate the use of read aloud strategies and ways
that you used them for reading comprehension with English learners.
Researcher: The interview is going to be recorded for data collection purposes, is that okay
with you?
Alexia: Yes.
Researcher: Awesome. Can you start by telling me about your background teaching
experience in the classroom with students and English learners?
Alexia: I’ve worked in a daycare, and I had a little boy from China who knew no English when
he started with us. He was four years old, and so like I would occasionally help him learn a few
words while all the kids were playing with their toys because he really liked to learn. That
worked out for both of us because I was like oh, I can practice, and he loved practicing English
because he thought it was fun.
Researcher: Did you have any strategies then that you would use with him, or did you just
go with the flow since it was in the beginning?
Alexia: Yea, this was before, and really all I did was…let’s say I wanted to focus on shapes that
day, so I would just like draw on the white board different shapes, and we’d kind of just like drill
it in. I didn’t really have any like tools for that, I guess. I know my lead teacher in the
classroom would read them stories, and so I knew from that and watching her perform (I kind of
see it as a performance), and even other teachers in the daycare if we got to see them sometimes
when they read, they would be very expository (I don’t think that’s the right word).
Alexia: They would be really expressive, and they would use props and stuff, so I kind of had
that previous knowledge before the melts study even though I didn’t think about it. I was just
like, oh that’s how you read a story. Yea, I think I’ve only had like two non-English learners in
my life that I’ve helped practice English with.
Researcher: How did you feel in class with them as you were going with the flow and as
their teacher or helper? Did you feel that you were prepared with the knowledge needed to
help them learn?
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Alexia: I knew I wasn’t (laughs). Especially since this was like before the semester, and I had
just started my TEFL certificate. But, it was kind of just seeing what I could do, and I knew that
I knew English, so I was just going for it I guess. It was just giving us something to do at the
time for the daycare. For the tutoring job, I was…I researched quite a bit on what I should do for
conversational English, so it’s a little different than the MELTS focus on reading. We didn’t
read, we just conversed, and she was like an EL 5 I would say if I had to grade her now.
Researcher: So, she would be an advanced English learner?
Alexia: Yea, she was definitely advanced. She was practicing to speak with people who already
knew English because I guess in Korea they don’t have many people speaking English, so she
can’t practice that often.
Researcher: Okay, thank you for sharing your background. Had you had any experience with
mixed reality simulation classrooms prior to MELTS and TeachLive? Had you worked
with avatars?
Alexia: No, I had never done the simulation.
Researcher: And how about other TSL classes, maybe TSL 4080?
Alexia: No.
Researcher: Okay, so this was your first time with this sort of experience.
Alexia: Yea, I haven’t even taken introduction to TEFL yet. I’m taking that next semester. I
kind of did it backwards.
Researcher: What was your expectations of everything or the overall study before we started?
Alexia: For the study, I guess I expected it to be a lot of work honestly. But, I guess I expected
to learn from it, and that was the main reason I chose to do it. I felt like I needed more practical
experience, and I felt this was a good way to do it even though I wasn’t really sure what it was. I
just knew that it was something that I should do. Umm…I guess(laughs). I expected it to be.
Researcher: I am glad you felt this way. Most people probably said no to participating because
they knew it would be some work on top of their main course work and other
responsibilities. So, it’s interesting that you mentioned this, and you participated even when you
knew it was going to be a little extra work.
Alexia: Yea, but I think it’s like necessary if you are planning to get a certificate. I’m trying to
do this as a career for at least like 2+ years, so I don’t know why I wouldn’t. I know it is a lot of
work.
Researcher: I agree, some things take extra work. And this is also just two skills or badges out
of the overall ten.
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Alexia: Exactly, and what I was thinking too was to do it in increments in a way because it’s not
everything at once. Then, at least it’s practicing, and it’ll slowly build because hopefully this
upcoming semester I’ll get to practice stuff in class again.
Researcher: And there may be more studies and research you can participate in.
Alexia: Yea.
Researcher: What is your perspective on ELs and how they learn or should best be
taught? What’s your opinion on best ways to meet their learning needs? What would you
say they essentially need from their teachers?
Alexia: I definitely think they need visuals and teaching aids. I think visuals help a lot. I know
as a second language learner as well (I’m learning a second language), it helps to have visuals
and connections. Like building connections among how I can use this in everyday life and that
kind of thing. Regular native English speakers just pick it up, so they don’t have to think about it
much, so it just happens, but building the connections from their native language to English is
needed too.
Alexia: And also understanding cultures because I know English comes from a pretty specific
culture, and they don’t know always…I know the words don’t always correlate. I don’t know
how to explain that (laughs).
Researcher: I agree. This is very important. What about the teacher preparation aspect of
it? Being a second language learner can be challenging, so from the teacher’s side of things, it
can look challenging too.
Alexia: No aggression, and you want to be very helpful rather than just like coming for the
kids. Meaning in the way you correct them…like in a more positive manner, so you’re building
up instead of building down. And especially you don’t want to correct every single little mistake
with an English learner or any language learner because they start to feel down.
Researcher: Yes, your right. This can be discouraging, and students may not want to learn or be
engaged.
Alexia: Yea exactly because whoo…French, like having it like that is hard because I came in
this semester with my new French professor, and she’s very nice. So, now I’m like, hey I can
really do this, and I feel like I’m learning.
Researcher: That’s so great. Do you feel that you will be fluent in French?
Alexia: I think in time, yea. I’m going into my fourth semester in spring, so that’ll be two years,
and I don’t know if I’m going to practice after that. I asked my parents for a French tutor for
Christmas, so hopefully I get that or something like Rosetta Stone.
Researcher: I think that will be very helpful.
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Alexia: I want to be fluent in some other language other than English because it’s kind of
important nowadays.
Researcher: There are so many jobs where you benefit from being fluent in other languages, and
they are in need especially for teachers, translators, etc. It’s hard work, but it pays off. Speaking
of which, what was your understanding of MELTS preparation?
Alexia: Only an understanding from my class that I took this semester. We had learned about
MELTS before this study took place. It was very brief, and it was kind of on our own time…like
quizzes that we had to take, but she never talked about what MELTS was within the
classroom. It was always talking about our other lecture topics, and that was just something that
felt like it was a requirement to teach.
Researcher: I noticed that people didn’t understand much about it, so I’m always glad to talk
about it and explain what I can to those who ask or have questions.
Alexia: Right, and I only knew because of the videos, and I just remember seeing MELTS, but I
didn’t make that connection and think like, oh that’s what she was talking about.
Researcher: Before we got started with the study, what was your understanding of read
alouds? From your experience, how had you used a read aloud?
Alexia: Well, it was just like telling a story. Like I said earlier with the daycare, I guess that was
my experience with that. My mom also used to teach kids like preschoolers in the church when
we were young, so I used to watch her telling stories then too. Just always like, you have to keep
the kids engaged. That’s the goal honestly because you want kids to learn, but they’re not going
to learn if they’re not paying attention. And it inspires creativity, and you have to be active teller
of a story, I guess.
Researcher: Had you ever used any of those strategies before the study and TSL 4240?
Alexia: Yea, without knowing. You know without understanding that’s what I was doing.
Researcher: Can you give me an example?
Alexia: Like asking one of the listeners a question to make sure that their paying attention. For
example, oh Michael, what color was the apple? And also critical thinking questions within the
story, especially since they were mostly native English speakers. And props, I used them at the
daycare because they supplied some stuff.
Researcher: So, now after your sessions and TSL 4240, what’s your understanding of a
read aloud? Is it different from how you felt or what you did with read alouds before? For
ELs…
Alexia: Yea, I think it’s like more…I didn’t realize how important it was within an EL
classroom structure, and throughout the time you’re teaching ELs, it’s important to include read
161

alouds and use all I guess all the things they gave you. There’s so many ways to help the teacher
have something to do for the kids like the sentence structures, that helps a lot with building
vocabulary and building bridges for the kids.
Researcher: You are right.
Alexia: Oh, vocab guides. I know I had never thought to do that before, and I had never seen
anyone do that, but it makes sense for English learners because I’ve never had that experience, so
for the younger or lower EL levels, it’s very useful for them.
Researcher: So, how do you feel about read alouds and how they influence ELs
comprehension levels? You kind of already answered this question, but just to clarify.
Alexia: What do you mean?
Researcher: Well, I can tell that you have a better understanding of what read alouds are and
how to use them with second language learners. I’m just asking for you to elaborate on how you
feel it contributes to their comprehension level, for instance while reading a story and during the
lesson.
Alexia: I guess it helps with oral, written, and communicative ideas. Read alouds help to
practice those because you can have them listen to you and hear your accent especially if you’re
a native English speaker, and it’ll help them to pronounce words later on. It can help like just
being able to follow through a story and having to answer those questions in between the read
aloud and understanding what’s going on the whole time is like super important for like
comprehension levels.
Researcher: So, you’re saying they are necessary for helping with comprehension during
reading instruction?
Alexia: Yea, yea.
Researcher: Now, let’s move our focus to the preparation for your coaching sessions. How did
you feel before, during, and after the whole process? You can start with how you felt at the
beginning of the study when you were first introduced to everything if you’d like. You can be
honest, I’d like to know your true thoughts.
Alexia: (laughs) I was nervous, that’s for sure. Umm, I like…it was kind of overwhelming
because there was a lot of information to take in because even from watching those MELTS
videos in class, rewatching them and looking at the module that you had given us, there was
more on the modules for each. So, I was looking through those and then looking through the
rubrics and all these things I needed to include. And I wanted to do well.
Researcher: I totally understand. Okay, well how about once we started. Did you feel the
same during the preparation?
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Alexia: Yea, during I kind of…once I started to get the hang of it, I started to understand what
was expected, and I had my goals already planned out, so it was really just a matter of doing it. I
guess the hardest part of getting it done was all the vocab guide, the questions I needed to ask,
like having the materials ready. That was kind of hard because I wasn’t really sure what was
expected of me at first and what type of questions were good at each level. And that was the
other thing, I’ve never worked with different EL levels, especially all at the same time, so it was
hard to make sure that each level was granted their own specific questions.
Researcher: Okay, can you tell me more about during the practice session? How did you
feel exactly?
Alexia: Even more nervous (laughs) because I didn’t know that we were practicing with real
kids. When I walked in, I was like, whoa, but I also didn’t feel as prepared because I had left
some stuff at home, and yea like doing it made me realize what I was missing. It was useful to
do that practice session, but yea I kind of felt like I was rushing it because I was really nervous.
Researcher: I can understand that too. It took time and preparation to complete the
sessions. How did you feel after the practice session?
Alexia: Well, I definitely felt that there was more I needed to work on and correct, so I like
made sure that I would get that done before the Tuesday that I had done the actual thing. I
wasn’t like so upset with my performance. I just knew that I could do better and that I should do
better, and there were just some things I needed to tweak.
Researcher: Yes, and again it took time to get there. Will you walk me through the steps you
took to get to the final badging session?
Alexia: After the practice session?
Researcher: From the very beginning when you were introduced to the study…once introduced,
what did you do? Elaborate on your hard work and efforts because it is a very important part of
the preparation.
Alexia: Okay, I decided to do the study. You introduced me to it and gave me time to think it
over, and then I agreed. Then you showed me what needed to be turned in, and I had to look
over the MELTS modules. I know that was one of the first things I had to do. Then, I guess,
wow, I have a really short-term memory (laughs).
Researcher: If you can’t recall all of it, that’s okay.
Alexia: I met with you again, and I had to give you those forms.
Researcher: Right, then you started preparing for the practice session.
Alexia: You gave me the forms and the outlines. We reviewed and talked about the questions
and props I should be using, and I did the two forms for skills 5 and 6, so I had to turn those in in
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the middle of it. Then, we had the practice session with the three boys, and I reviewed
everything and corrected what I thought needed to be corrected after you gave me your
evaluation. And then, that Tuesday was the real session for the badging, but before that I had
printed out all my materials, made sure I had all my props ready, so that was like before. After
that, we went on the call, and I did the session and got badged.
Researcher: Okay, so what strategies did you learn that you felt were the most useful with
the EL avatars?
Alexia: Well, definitely the (I can’t remember what you call it), but it’s when you make
questions for each level.
Researcher: Leveled questions…
Alexia: Yea, leveled questions. I think that’s really important because I think when you’re
going to be in a classroom with many different levels, you can’t use the same questions for each
kid. How are they going to grow?
Researcher: You’re absolutely right. Can you think of others that you used, and thought
were helpful during the session? Anything you can remember that helped to keep them
engaged and focused as you went through the story…
Researcher: To keep their attention, think back to what you corrected from the feedback form
that you used for the final session.
Alexia: Voice intonation, gestures, and then props.
Researcher: Can you give me an example of either one of those, and tell me how the
students responed or how it worked when you used the strategy?
Alexia: I’m trying to remember. I remember I had used an actual sock as a prop, but I don’t
remember their reactions though.
Researcher: They responded though. When you used the leveled questions with them, for
example, with Edith. Were they appropriate or too hard for her?
Alexia: No, Edith had answered like pretty straight forward with like thought out answers. The
first…
Researcher: Edith was the beginner who could answer the simple questions. Edgar was
intermediate. With Tasir you asked the more challenging questions. Do you feel you adjusted
your oral discourse to support their comprehension? For instance, you asked leveled
questions, how did they respond to your support whether verbal or non-verbal? Did they
understand or did you sense confusion?
Alexia: Yes. Well, I know there was one student that didn’t understand the question, and I had
to like rephrase it so they could understand it differently. Even with the pictures, which I knew
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that would come because of your preparation and the rubric and everything, I knew that would
happen, but I didn’t know how. So, I just (the avatar thing is really cool). But, it’s interesting
how they know they have to do that at some point, but you didn’t know which student it was
going to come from.
Researcher: Do you think it had a positive effect on them (the way that you were able to
asked your questions)? Because if you asked Edith the same question that you asked Tasir…
Alexia: I think she would have been pretty lost. Yea, and I think it helps build the student’s
confidence as well, like asking questions catered to them.
Researcher: I agree. What about your confidence as you were going through the sessions?
Alexia: My confidence? In like the way they answer?
Researcher: Well, yea maybe think about if this was your real classroom, you had questions
that were not leveled, and you were asking them to the whole class, but they couldn’t
answer. How would that really make you feel as a teacher?
Alexia: Yea, it’s like embarrassing, and you’re like now I have to switch things up real
quickly. But it is nice to have that preparation, and make sure you’re catering to all different
individuals.
Researcher: Yes, with preparation it’s like you’re always one step ahead.
Alexia: Yea, ahead of the curve.
Researcher: As a teacher, we continue to learn every day, but it’s always good to be a step
ahead to avoid embarrassment and to know how to take on different challenges. Have your
perceptions changed since going through this MELTs experience?
Alexia: Of EL learners?
Researcher: Yes, and like your preparation or what you feel you need to do as a
teacher. You can elaborate on that.
Alexia: Yea, I definitely think I have to do a lot more than I thought…a lot of preparation
because a lot of time goes into it. I always thought being a teacher was easy, but it’s not. After
this semester, I knew a little bit of it from daycare, that there’s a lot of preparation and time that
goes into it. But, from being on the actual educational side of it where you’re instructing, you
have these kids little minds in your hand and you’re supposed to shape them. So, it’s like I don’t
want to fail them, so you have to make sure you prepare a lot, and there’s a lot you can do, and
there’s a lot that’s provided like instructional help for teachers that’s out there nowadays.
It’s really just a matter of the time that I’ll put into it that will really help me in the future. I also
feel more prepared as in understanding that there are going to be different levels of kids in one
classroom. I’m not going to get a class every single time with all EL 5 learners or EL 1 learners,
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even if they are all first graders or fourth graders or whatever the grade may be, so I think it’s
good to know the different strategies I can take on and know what my classroom may look like.
Researcher: Okay, those are such great points. I am glad that you can take away so much from
the experience and all you’ve learned so far. Going back to the coaching session, can you
describe the environment, the coach, the feedback that was given, etc. Can you briefly
elaborate on these areas? What guidance was given to you during practice and how did it
make you feel?
Alexia: It was very helpful because I didn’t know exactly what I was struggling with. I knew I
was not 100% accurate with everything that was on the rubric, but I guess it just helped me
understand what I needed help on.
Researcher: Do you feel you received guidance and support going into the last session?
Alexia: Mm hmm. Yea, it just showed me what I was missing.
Researcher: What were some of the suggestions if you can remember?
Alexia: Update my vocab guide, and I had to speak slower, use props…
Researcher: What did the guidance do for your nervousness? Did it ease up a little or
no? Let’s say you didn’t have the practice session and only went through modules for
review, and then you have the real session…
Alexia: Oh yea, after that I was pretty confident once I had fixed what the evaluator had told me
to fix and make adjustments to. I felt more confident that I had what I needed.
Researcher: Great, so with that being said, do you think the coaching and session was
effective or ineffective?
Alexia: Effective.
Researcher: Was the overall MELTS experience helpful or beneficial in preparing you to
work with English learners and meet their learning needs?
Alexia: Yes.
Researcher: Are there any additional comments you want to provide or is there anything
else you’d like to add?
Alexia: Umm, the videos were helpful, and I don’t really have any bad feedback, I guess. I
think they did what they could, and if you need more help, they could maybe provide more
resources other than what was provided in the modules. I’m not sure if that’s all that they have,
you know there might be more and that’s just what we were given, but I thought it was useful
enough to where I passed and got my badges.
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Researcher: Do you feel more or less comfortable working with ELs after the whole
experience?
Alexia: More.
Researcher: Okay, and do you feel that you have a better understanding of what it takes to
meet their learning needs at each level?
Alexia: Yes.
Researcher: Okay, awesome. Well, you have answered all of the questions that I have for
today. Thank you so much for your time. I will reach out shortly about whether we will need to
do a follow up interview. Have a nice day.
Alexia: You too.
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APPENDIX Q: INTERVIEW TRANSCRIPT 2
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ISABEL

Researcher: Hi Isabel, thank you for meeting with me today. I appreciate everything, and I hope
you know that all the data that you’ve given me is very valuable. I will transcribe and type up
everything soon, and you will be able to see the outcome and results of the study.
Researcher: The purpose of this interview is to learn about your experiences and what you felt
when you went through the MELTS coaching sessions, how you felt before, during, and after,
since you hadn’t done so before…right?
Isabel: Yes, I’ve never done it before.
Researcher: Okay, the interview will take 30 minutes, and your participation is voluntary,
therefore you can decide to participate or not participate. It is up to you. There are no right or
wrong answers, and I want you to feel comfortable with what you say and honest about how you
feel. Okay?
Isabel: Mm hmm, okay.
Researcher: So also if it’s okay with you, I will be audio recording and typing as we interview.
Researcher: The purpose of the overall study is to investigate the use of read aloud strategies
with English learners and to research your experience with mixed reality classrooms and
simulation. Have you had any experience with avatars before?
Isabel: No, it was my first time.
Researcher: Okay, so we can go ahead and get started. Can you tell me a little bit about your
background with English learners? Have you ever taught them before? Discuss your
background as a teacher.
Isabel: My background consists of some volunteer experiences. Mostly the main one was
volunteering at my local church, called the First Baptist Orlando Church. They had an ESL
program where during the semester, so from August to yesterday (was her last class), I
participated in this program as a teacher assistant. So, that has been my main experience with
ESL learners.
Isabel: I’ve never had the opportunity to teach children, but this time I had the opportunity to
teach adults intermediate. So yea, that’s basically my background, and before then I basically
didn’t have any experience teaching anyone other than my mom.
Researcher: Okay, thanks for sharing that. What do you enjoy the most and the least about
teaching?

169

Isabel: Umm, the most is knowing or having the knowledge to teach the students. So being able
to answer their questions and seeing how they learn…you see how much they’re learning
because of you, and that satisfaction is what I really love about teaching.
Isabel: What I don’t love or what I like the least about teaching is mostly, ummmm, mostly how
in the beginning I’m sure experiences will change, but right now I still feel like I’m unprepared
to a certain extent. I feel that I need more experience to be a successful teacher.
Researcher: Right…
Isabel: I feel that a know a good amount of things and strategies to be able to teach students, but
I still feel like there’s a long way for me to go for me to be a successful teacher.
Researcher: Okay, thank you. Were the modules that you went through with MELTS, they
were kind of helpful?
Isabel: They were very helpful. Yea, especially skill 5. They went through the read aloud and
what strategies you can use for each level. That was very, very helpful because to that point I
had no idea about leveled questioning, simplifying your language, ummm I forgot…what’s the
word…keeping pace in mind.
Isabel: I had no idea about any of that, and it really helped. The modules helped immensely.
Researcher: Perfect, that is good to know. So, when talking about your dispositions, you told
me what you like most about teaching and least about teaching. What do you feel that English
learners need from their teachers in order to be successful at reading comprehension?
Researcher: I say reading comprehension because that translates across all subject areas, so you
have to be able to read in order to comprehend material and information in all of the subject
areas. So, what are maybe one or two things you think that they need from teachers to
successfully participate in class?
Isabel: Again, I’m learning, so I wouldn’t say that I’m an expert at knowing this, but what I have
learned is that they need fluency. They need to have someone who can guide them through their
reading. So, I think read alouds are really important for pronunciation, sentence structure,
grammar, all of that. Just with communicating, so I think communicating and fluency between
the teacher and student is really important…so just try to keep talking to the students.
Isabel: What I learned from my own experience is keep them talking as much as
possible. Through engagement and all of that, I really found that through the coaching sessionwhen they stopped me, and they said-you told me to ask engaging questions throughout the
reading-and at the beginning, I didn’t really know why. It was not only to keep them engaged,
but to keep them talking, so they can think critically about the story, and they can tell you and
they can talk to you, and really that’s how they learn English I think.
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Researcher: Yea, and it sometimes it helps them to not be so distracted. Sometimes you think
they are listening, they are looking at you, but –
Isabel: Not so much (laughs).
Researcher: I agree (laughs), When I introduced MELTS to you, what was your
understanding? Had the professor talked about it in TSL 4240?
Isabel: Yes, um we had to complete both the videos, watch the videos, and read the digests-I
think that’s what they’re called.
Researcher: Okay, so you went through the read and study and the watch and learn?
Isabel: Yea that was it and the quiz in stuff after that, but of course there was no coaching
sessions and nothing like that.
Researcher: Okay, what other activities did you do in class?
Isabel: With MELTS we went through the digest, and there was for example, I think it was skill
5 we had to create activities for read alouds. So, a pre activity, a during activity, and a post
activity. So, we sort of applied the knowledge that came from the digests.
Researcher: Can you give me an example? What was your pre, during, and post
activity…can you remember?
Isabel: I can’t remember that well, but I know for example that we had to introduce some
vocabulary and even give them some vocabulary guides, during we made sure to use our
gestures, keep the pace in mind, ummm change our voice based on the character, so things like
that and ask engaging questions and things like that. For post, we did like sentence frames and
sentence slips I think. So, anything that had to do with questions about the story and also helping
them learn umm sentence structure as well.
Researcher: Now, prior to TSL 4240 had you ever did these activities before?
Isabel: This was my first semester where we got into doing this kind of stuff.
Researcher: Did you do this with students or just prepare it in class?
Isabel: Yea, we just prepared it in class and never really used any students. I would practice with
my mom since she’s an English learner, and I wanted to apply that with her, so she was kind of
my student (laughs).
Researcher: Well, at least you got to practice with her. So, the modules and the preparation
added to that practice.
Isabel: Yes, definitely.
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Researcher: I see that before these modules, you had some understanding of what read alouds
were. Now, what is your understanding of read alouds (or the role or goals of read alouds)
when used with the students?
Isabel: Before, I really thought it was just about keeping the children engaged, and that was
pretty much it. I thought since the children wouldn’t be able to read by themselves, it would be
better if a teacher did it. Now, I find that it’s so much more than that. It helps with
pronunciation, it helps with critically thinking about the story, and participation as well. Umm,
and you know getting a good idea of sentence structure and all that. There’s like little things that
go into everything.
Researcher: As far as the MELTS preparation, how did you feel before beginning? For
instance, when I told you about it, when you decided that you wanted to participate, you
saw everything that needed to be done…how did you feel going into it?
Researcher: You can be honest.
Isabel: I felt all kinds of emotions (confused, overwhelmed, nerve wracking). I felt since this was
the very first time I’ve ever done something like this, I felt I was being thrown into it, but I
realized that this was important because I needed to get out of the comfort zone that I’d built
around myself. I felt like I needed this experience, so that I could be a better teacher to my
future students.
Isabel: Still, I was very nervous. I wanted to do a very good job on it. So, I wanted to feel
prepared, but I just did not feel like I was. And that is sort of my overall mindset about my
current state. I feel like I’m still not prepared, but with these experiences, I feel like I am getting
there.
Researcher: I understand. Now, let’s say that you didn’t do the MELTS modules and
experience…would you have still felt underprepared?
Isabel: Yea. I feel more prepared now in a sense, but I still feel like I need more experience.
Researcher: In what regard?
Isabel: I need more experience. I want to just absorb as much as I can from the professors. Dr.
Folse is one who talked about how even after he graduated, he still didn’t feel prepared. It kinda
gives me a little bit of a piece of mind because I feel like with the experience, I will be able to
get where I want to be.
Researcher: Yes, and it is how you grow as a teacher with experience.
Isabel: Yea, you make mistakes.
Researcher: Yes, and there’s never too much learning.
Researcher: Also, I know that these are the only two badges that you did, right? 5 and 6?
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Isabel: Yea.
Researcher: Okay, so if you were to go through the others, would that make you feel more
prepared?
Isabel: Yea, I do wish I could do them.
Researcher: I do think that they are very helpful. So that is how you felt before, during the
preparation, how did you feel?
Isabel: I felt the same. Definitely after the practice session, I felt a little bit more prepared with
the feedback. I applied it and I felt more confident about what I wanted to do and how I wanted
the class to go. But still there’s that sense of am I going to do well, of nervousness, again so still
I felt a little scared about the whole thing.
Researcher: Do you feel that you gained or learned from the experience?
Isabel: I do feel that I gained a lot from the feedback. I gained a lot of confidence from that. But I
still felt like, is it good enough? Sort of that imposter syndrome.
Researcher: During the session, one of the goals was to look at how you adjusted your oral
discourse. For instance, if Edgar did not understand something, how or what did you
change to meet his individual learning needs? So, could you tell me how you adjusted your
oral discourse to support their comprehension?
Researcher: It is pretty much what you have already discussed, but can you be specific
about what you learned and did to meet each of their needs during that session.
Isabel: During the coaching session?
Researcher: Well, during the coaching session it was practice, but you can tell me about both
(coaching and actual real session) if you’d like.
Isabel: During the practice I received feedback on pacing. I was too fast and needed to simplify
my language even more than I had already done. And I tried to do that to a certain extent and it
was Tasir (she was able to understand), Edgar (was able to understand), but Edith (the level 1) I
still had to simplify my language even more and you saw how they stopped me like “Oh, maybe
you want to simplify your language even more.”
Isabel: So, I definitely tried to do that, but I feel like I need more work with it. I want to
understand even more about level 1 students. I feel like I had a lot of experience with
intermediate and advanced students, but I want to get to a point where I can help those that
barely know English at all.
Researcher: Did it make you feel a certain way when you saw how Edith responded when
she would just sit there and look or nod…
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Isabel: It was the most…I don’t know how to describe the feeling…but I felt like my heart
dropped a little bit.
Researcher: Did it make you feel a certain way when you saw how Edith responded when
she would just sit there and look or nod…
Isabel: That’s not a feeling you want to have. You want your students to understand you and you
want them to learn from you. So, that feeling of her, or even any student not being able to learn
from me, it’s kind of a little bit devastating. Because you work hard so you can help them.
Isabel: Even as a former ESL student, I thought I would be able to understand her since there
was a point where I didn’t even speak the language at all. I couldn’t mutter a word in English, so
umm it was a little bit hard for me because I thought I understood her, but umm you know…I
want to be able to help English learners at that level.
Researcher: And it’s good that you have a passion for this. Some teachers may overlook when a
student is lost, and it could take just one time for them to check out and then not check back in at
all.
Isabel: Yea, I had the advantage of you know….I was really lucky because I learned English in a
really small town, and it was mostly white people, and there was like no one that spoke Spanish
at all. From the ESL class, the only student was me.
Isabel: I was the only student, so all the teacher’s focus was on me. Bless her, she was the best
teacher ever. She was so patient with me, and she was really perfect because she applied every
single thing that Ive learned from TEFL…leveled questioning, patience, proper vocabulary
guided. Everything you can think of, she really helped me. She helped me to the point where I
became fluent. I became fluent really fast like in six months, and she really helped me.
Isabel: There are still times where I still struggle with the language, but she was really good, and
she was really my inspiration for me because I really want to be able to be that teacher.
Researcher: That is awesome. We need more teachers like that.
Isabel: She was great.
Researcher: Thank you for sharing that. So, I kind of have an understanding of how you felt
before preparation, how you felt during, and how you feel after - like you still need a bit more
preparation.
Researcher: Just to clarify your answers, during the coaching session ( I do want to focus
on that) What was helpful that helped you prepare for the real session? What if there was
no practice session?
Isabel: Oh my gosh (laughs), I think everything would have gone wrong. What really helped me
was your feedback on engaging questions throughout the story, using physical props, and
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simplifying my language, and pacing. I feel like I improved in all of those, except a little bit on
simplifying the language, I think I still need to work on that. The pacing, I think I did a little bit
better. I’d like to think that I am getting better at it.
Researcher: Well, I think you did a really good job. I am going to give you the rubrics after we
wrap things up, but they said themselves that you did a good job, you adjusted and adapted well.
Researcher: Would you say that the coaching was effective or needs to be improved?
Isabel: I think it was real effective and very thorough. It was detailed.
Researcher: Overall in your opinion, I know that you did not do the whole MELTS
module/program, but do you think that it can be effective in preparing you to work with
ELs if you went through more than just 5 and 6?
Isabel: Absolutely, after our practice session I really went and looked back at the module. Even
before, just watching the teacher in the video really helped me with my pacing, with my leveled
questioning, the props and everything. It was really helpful, and I feel like a lot of more
prospective teachers would benefit from this program. If given the opportunity, I would really
want to be part of the program.
Isabel: I think I would learn a lot if I could learn all the skills.
Researcher: Okay, and now that we’ve done the sessions and you’ve done the real session,
express your level of comfort working with ELs (more, less, etc.)
Isabel: I feel more comfortable.
Researcher: Right, like more comfortable, but still needing and wanting more preparation.
Researcher: Do you have a better understanding of their needs at each level? I know that
you already have some understanding because like you said, you’re a second language learner
yourself.
Researcher: But after going through this, do you feel more empathetic towards their
needs?
Isabel: Definitely, absolutely. One thing that Dr. Folse said was that, you’re no longer an ESL
student, so you’ve forgotten what it’s like to be an ESL student. And, in the beginning, I didn’t
think he was right, but he is very right. When you become fluent, you kind of forget what was
before.
Isabel: So, I feel like after this module, I was really able to regain that sympathy for students.
Mainly for Edith since she just didn’t really know anything, and I wished I could’ve helped her
even more. So, after the modules and the practice session, it really helped me to understand the
necessities for each student and what they need to gain English proficiency.
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Researcher: I’m so glad that you were able to gain all this from the modules.
Researcher: One of my last questions is, what knowledge would you say you had before
going into the whole thing? Or what knowledge do you think you would have been able to
demonstrate about read alouds before MELTS practice and sessions, before TSL 4240?
Isabel: I don’t think any. Honestly, I never had any experience with read alouds, much less with
how to prepare a proper lesson plan. So, if I had gone into this without any of that knowledge
beforehand, I definitely would not have done as well. So, yea, I think the sessions, both my
class, and the feedback were really helpful in preparing me for that session.
Researcher: Okay, do you have anything that you would like to add or say in general about
MELTS?
Isabel: Mmm…No thank you so much for the opportunity. It was a great experience.
Researcher: I agree, it was a great experience. I will probably do a small follow up interview just
to clarify and be sure I understand all of the information you’ve given me.
Researcher: And, that is pretty much all I need for today. Thank you so much for meeting with
me. I really appreciate your time and I look forward to talking again with you soon.
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JUSTINE
Researcher: Hi Justine, I will be recording this interview for data collection purposes. Are you
okay with this?
Justine: Yes, of course.
Researcher: Great. I want to thank you for meeting with me today. The purpose of this interview
is to discuss your experience with MELTS and to talk about the coaching and feedback sessions,
the evaluation session, and the modules that you went through. The overall purpose of the study
was to investigate read aloud strategies with ELs and a goal of the research was to examine
mixed reality simulation classroom environments to explore how you supported students’
reading comprehension during the session at 3 different levels. I also want to get your
perceptions and opinions on the sessions with the coach and evaluators.
Researcher: Before we got started, did you understand the overall purpose of the study?
Did you have an idea of what you would be doing after it was explained?
Justine: No (laughs). I mean like, it can just seem like a lot when you are presented with it
because you’re like how much of this am I responsible for. You know what I mean?
Researcher: Yes, I do get it. You did receive a lot of information.
Justine: From just like a fresh mind, blank slate going into it, it just seems to be overwhelming,
but with everything you helped me with taking it step by step, it was not overwhelming. Like, it
made it a lot easier.
Researcher: Well, I can say that I’ve heard that word a lot lately…overwhelming (laughs).
Justine: Really (laughs)?
Researcher: Yes
Justine: It’s just that when you go into it for the first time you don’t know what your role within
all that is.
Researcher: I do understand. Although there was a lot of information introduced prior to
starting, I really want to thank you for participating.
Justine: Yea, thank you for helping me because you helping me through it made it not only
possible, but like smooth sailing.
Researcher: That is great. The data that you have given me is very valuable. I appreciate your
contribution to the study, and you have really helped a lot.
Researcher: So, the interview will take about 30 minutes and we may do a follow-up interview in
a few days if needed.
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Justine: Okay, I’m good to do it.
Researcher: Great, before we move further, I’d like you to remember that your participation is
voluntary, and you can stop if you want to. There are no right or wrong answers and I’d like for
you to be honest and feel comfortable about what you need to say and how you really feel. If it’s
okay with you, I will audio and video record for data collection purposes, and no one will see
them besides me. I’ll be transcribing the interview word for word, so I’ll need to type it out.
Everything is confidential and a pseudonym will be used for your name.
Justine: Okay.
Researcher: Can you tell me about your background experience with ELs grade level and
subjects, etc?
Justine: Umm, I’ve done a pretty wide variety of grades here in Orange County and definitely
like met ELs along the way. I don’t know that I’ve ever like…well, I’ve probably worked
directly one on one with EL only a handful of times-A small handful of times.
Researcher: Do you remember which subjects or grade level?
Justine: Mostly reading and grades like 2-5. But I do feel like I do have a lot of strategies that
my classes have given me to work with them, I just haven’t had much time to apply them.
Researcher: When you did teach the younger students a handful of times, what were those
experiences like? Were you applying strategies then or were you sort of going with the
flow?
Justine: I was more of going with the flow then because that was pre-covid back when I was
doing service-learning, but it was pretty early into my program. So, I was going with the flow
with it, but it made me realize that I’m like pretty good at like thinking on my feet and just
helping those students, I guess.
Researcher: Okay, had you had any experience with mixed reality simulation before?
Justine: No, not before this. No.
Researcher: What were your expectations then, when we started everything?
Justine: I guess to understand what was expected of me for MELTS and how to do it, and that’s
definitely what I got and more. I learned how to build resources, and I wasn’t expected to get
that, but I did get it (sentence strips and things like that-they helped).
Researcher: What is your perspective on ELs as far as how they should learn, or best be
taught so that teachers can meet their needs?
Justine: I personally think that it’s like a challenge that I like because without having to
differentiate our material, it would be so cut and dry. Doing that benefits other students too. Not
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just our ELs need that sort of differentiation and scaffolding, but like other students could really
benefit from it too. So, I really love all of my future EL students because they help me to
prepare my material better and think about my material better, especially in terms of how my
students interact with it.
Researcher: Those are good points. Before going into all of this, can you tell me what was
your understanding of MELTS? Did you already have an understanding of what it
entailed?
Justine: Only like the slightest understanding. I’ve only been presented with it one time, and that
was in my first TSL class. It was actually presented to us as something that was not mandatory,
we didn’t have to do it, and umm we were simply like exposed to it.
Justine: But, I almost wish like there was…like I’m so glad that you were here and I wish that
there was someone here in person that we could talk to explain it and help us understand it all
because I’m someone that would like to go for the cord for graduation and complete all the
MELTS skills, but I don’t know if I would be able to do that without the help of someone like
you.
Researcher: You mean like a coach or someone guiding you?
Justine: Yes, like that and someone like a real person to talk to and bounce ideas off of and just
ask for help.
Researcher: I am glad that I was able to help with that. I didn’t know that MELTS wasn’t fully
explained in classes.
Justine: Teachers usually brush it off and have us do some videos, so it could really be beneficial
if someone explained more.
Researcher: So, what was done in your coursework that was related to MELTS?
Justine: We would just watch a video, or the professor would show us or tell us to watch it on
our own, and then they would ask us to complete the quiz. That was pretty much it and never
mentioned coaching sessions.
Researcher: Basically, the activities and strategies you worked on were done separately.
Justine: Yes, so that’s why it was a little hard kind of figure out what role we play when it’s
presented as just a quiz-like we see only the tiny tip of the iceberg from certain professors.
Researcher: Can you tell me about your understanding of read alouds before the research
study began…
Justine: I feel like I had a pretty good understanding.
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Researcher: Can you provide a brief description of how you would have defined read
alouds beforehand?
Justine: A teacher reading a book aloud to the class, normally a book that’s bigger than a normal
size book and using specific intonation and thinking out loud – like pausing and doing different
voices for different characters.
Researcher: Had you ever used read aloud strategies with ELs before?
Justine: I used it in a read aloud clinic that I’m a part of here at UCF, but I don’t know if I would
have considered my student to be an EL. I’m pretty sure she was a native English speaker. Or,
she was an advanced EL now that I think about it.
Researcher: After your coaching sessions and your TSL 4240 class, has your understanding
deepened or changed?
Justine: Only because of you, has my understanding deepened.
Researcher: So, the coaching and feedback?
Justine: Yea, that’s the only thing that has helped my understanding…not classes, not anything
else, but like the assistance and you giving me feedback on my ideas.
Researcher: Well, how do you feel about read alouds as far as comprehension with ELs,
what effect do they have on how they learn during class?
Justine: I think it definitely helps because we as teachers get to control the pace and control the
speed at which we’re going and we get to decide which words we explain to the students. I
really like it because it puts the control of comprehension in my hands as a teacher, and I can
make sure those students are comprehending.
Researcher: That’s a great point, which I haven’t heard just yet from other interviews. Let’s
talk about MELTS preparation. How did you feel before everything started?
Justine: Before, I definitely felt stressed and really overwhelmed. I kind of felt lost and didn’t
really know what I should be doing. During, I definitely got like a boost of confidence, like
when you gave me good feedback on my stuff, and you told me that I was really well prepared. It
just definitely boosted my confidence and made me feel better.
Justine: And also during, you like pointed me in the right direction of what sort of things I should
be building without explicitly telling me, you kind of like guided me towards maybe what I
should be doing. It helped a lot. After, I felt a lot better and like I could add these little things like
sentence strips that take like two minutes for me to make and really help my EL students because
of that. After, it also made me feel better because I could actually get the MELTS skills done.
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Researcher: Yes, the MELTS experience and grant overall experience is very necessary, and it
helps a lot of prospective teachers who want to improve their instructional skills. Can you walk
me through the steps you took to get to the final badging and evaluation session?
Justine: Yea, well when you reached out to me, we had our initial meeting and discussed
everything and broke down each aspect of the MELTS for me. You allowed me to see the
difference between skills 5 and 6, and you really explained what skill 5 entailed and skill 6
entailed. You also helped me to understand what I would be doing, rather than me just being
confused.
Justine: After that, we had our practice session, which I loved. I loved the students that came
here. They were so sweet. I thought that was really beneficial to get a little practice. Yea, I really
liked our practice session, and you reassured me of everything and that I was on the right track
and that what I did was good, and I felt prepared for my session.
Researcher: Okay, what strategies did you learn that you felt were useful for the final
session?
Justine: Before the final session, I had never made a sentence strip before. I had seen them, but I
have never made them myself. I feel like the process of making sentence strips, or making
leveled sentence strips, made me a lot better because it really made me consider like what level
will this be for. It had me constantly going back and editing them, and I feel like that’s
something like an easy tool that I can add to any read aloud as well as like the little translation
sheet that I had that took me a matter of minutes to make. That could make all the difference for
a student in understanding a story, or just simply like sitting there.
Researcher: So, the sentence strips, translation sheets, vocabulary guide…Were there any
more you can think of that you used during the session that were useful?
Justine: Yea, also the real-life props. I thought they were really useful and like easy to obtain. I
was going to say nonverbal tools like a whole bunch of intonation and just doing like sound
effects with my voice and character voices.
Researcher: One of the main questions I want to directly ask is, do you feel like you
adjusted your oral discourse to support their reading and understanding?
Justine: 100% and I think that’s a strong skill of mine (like reading with intonation).
Researcher: That’s good because everyone doesn’t have that skill even though it may sound
simple.
Justine: Yea (laughs), I was always told pretty much if you don’t sound silly then you’re not
doing it right. You know?
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Researcher: (Laughs) I used to struggle sometimes with that when I began teaching. I would
always observe the students to see if they were really into the story, and if they were not, I would
feel that I needed to get more into the role of the characters.
Researcher: So, you say that you adjusted your oral discourse for the students? What was
the outcome when you did so for each level?
Justine: I think it definitely helped them to understand certain words and phrases, and also
helped them to understand just generally the emotions that were going on in the story too, by
being a motive with my voice.
Researcher: Would you say this helped with engagement?
Justine: Definitely, I took a few times to pause and to engage the students using words in the
story that they might not know and explaining it in ways they might not understand.
Researcher: And how did that make you feel as their teacher?
Justine: It made me feel really good. Like when Edgar told me something that was in his
diet…he may not have known that word on his own if I didn’t explain it, so it was a little proud
moment.
Researcher: I’m glad that you had good feelings during the session. Have your perceptions
or beliefs changed since going through the MELTS experience?
Justine: Honestly, I feel better about MELTS, like it doesn’t feel so out of reach and like
overwhelming.
Researcher: Okay, I want to focus on the coaching session for a moment. Briefly describe
the atmosphere, the students, guidance, exactly what you were feeling during that time. I’d
like to know what you received that was most helpful.
Justine: I felt like it was really beneficial, and I felt that it was a very comfortable setting. The
kids seemed ready to go, and I just, well it felt like really good practice.
Researcher: Did the coach guide you during the session?
Justine: With like little pointers, but for the most part you let me take the range. I just kind of
liked looked at you… and the feedback you gave me after was helpful.
Researcher: Did you at any time review the feedback given, or did you change only what
you thought needed to be changed heading into the real session?
Justine: Yes, I did. You definitely helped me and allowed me to understand. I kind of felt like I
was rushing it to like rushing it to get it done in time, and you explained in the feedback that I
didn’t have to rush if I didn’t get through the whole story.
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Researcher: So, would you say the coaching was effective or ineffective? And did your
comfort level improve heading into the evaluation session?
Justine: Definitely effective, and yes 100% more comfortable.
Researcher: So with all of the modules, papers, quizzes, etc., in your opinion was MELTS
overall helpful in preparing you to work with ELs?
Justine: Yea, definitely. It gives me real life experience working with those students and
preparing materials that I’ve prepared for them.
Researcher: Is there any additional feedback or comments you want to provide (whether
positive or negative)? Any suggestions for improvement?
Justine: (Laughs) No, I just want more of you and for there to be someone like you to help
us. Oh my gosh, that would make a world of a difference. Now, no one even tells you that you
can get a cord if you do this. I feel like I heard that from being in the right place at the right
time, and there’s no one really promoting or supporting it like on our end. There may be, but us
education majors in the classroom don’t have a lot of access to that. We never see it because our
teachers brush it off as, hey this is just a quiz. So, I wish there were more coaches and people
like you.
Researcher: Okay, I agree. That is such an important part of guiding students throughout the
whole MELTS process.
Justine: Right, I feel so strongly about that. It’s a program that shouldn’t be hidden and brushed
off to the side. There should be someone saying…hey, education students, let’s do this. They
say each skill lines up with a certain class, but within those classes it may not be addressed as
much.
Researcher: I do understand that some professors are trying to focus on their curriculum and
specific way of instruction, so it may take a lot to include so much MELTS information on top
what they already have to teach (separately).
Justine: Worth a small a lot of points, we only had to do the first two modules. Professor X, she
wanted us to practice with read alouds when we had time, but we didn’t have much time to do
it. She acknowledged MELTS more than like most professors do, and she showed the videos in
class. Some will tell you what needs to be done, and if you ask them about it, they don’t really
know the details. So, people may have negative connotations about it because they like missed
points in a class for not doing it in the past.
Researcher: Do you feel more or less comfortable overall, and do you feel that you have a
better understanding of what it takes to meet ELs needs at each level in regards to reading?
Justine: Yes, definitely.
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Researcher: Well, thank you so much. You have answered all of the questions I have for today. I
will be reviewing the information you gave me during this interview, and I will contact you if we
need to do a short follow up interview.
Justine: Okay, that’s no problem. Feel free to text me.
Researcher: Again, thank you so much. You have no idea how much I appreciate your time.
Justine: Of course, thank you for all of your help.
Researcher: Good luck with everything, and I will talk with you soon.
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MADI
Researcher: Hi Madi, thank you for meeting with me today. The purpose of this meeting is to
discuss your experiences with MELTS and get your feedback on the coaching sessions,
evaluation sessions, and learning modules. The aim of the overall study was to investigate read
aloud strategies with ELs and examine the mixed reality classroom environment with EL
students or avatars. I wanted really to look at how you supported their comprehension and get
your perceptions about all of the sessions and the overall experience.
Researcher: Before we started everything, did you have a clear understanding of what the
purpose of the whole study was?
Madi: Well, no I knew that it had something to do with MELTS modules, and I knew that you
were like proving the efficacy of the modules, but I didn’t really know.
Researcher: And that’s okay. I appreciate you continuing on with being interested in the
study. So, you didn’t know anything about the content, materials, etc.?
Madi: Well, I’ve done the modules before, so I knew what the content of them looked like, and
once I knew that’s what we were doing, I had a pretty reasonable understanding.
Researcher: Did you do them in TSL 4080?
Madi: Yes, I did them in the one before TSL 4240.
Researcher: Okay, well I hope you understand that all the information you gave me is very
valuable. In regard to gathering data for MELTS, it is so appreciated.
Researcher: This interview will take 30 to 40 minutes, and I may do a small follow up. After
this interview, I’ll type up and carefully review the information you provided, and I will let you
know. Before we begin, I’d like to remind you that this is voluntary, there are no right or wrong
answers, and you can be honest about how you really feel. Is it okay if I record the interview?
Madi: Sure.
Researcher: So, tell me about your background with ELs (grade level, subjects you taught, etc.).
Madi: Umm, I don’t really have a background with ELs at all. My mom is a Spanish teacher,
which is not really a background in anything except having a general understanding of a second
language and learning a second language. I think this helps me be a little bit more empathetic
and compassionate with ELs and maybe someone who doesn’t have that knowledge of what it’s
like to really learn a foreign language. But, I don’t really have any previous experience with ELs
before this.
Researcher: Okay, thanks for sharing that. What grades does your mom teach?
Madi: She teaches kindergarten all the way to eighth grade.
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Researcher: It’s always great being a teacher. Is that your ultimate goal? Do you want to
teach or be in the school system?
Madi: I want to teach, but I don’t want to teach a foreign language. Probably Art, that’s kind of
where I want to go. I think I’d be really good at it.
Researcher: You seem like the creative type.
Madi: You have no idea (laughs).
Researcher: Have you had any experience with mixed reality simulation classrooms?
Madi: Yes, once in the previous class.
Researcher: So, you had some idea of what you would be doing. What were your
expectations when you started?
Madi: My expectation was that it was going to be a lot of work, but that it was going to be
virtual and not take up more time than I had available.
Researcher: Meaning outside of your other classes?
Madi: Yea, which is not necessarily true. It was okay. I feel like I learned a lot and got a lot
from it so I’m not like mad about it you know (laughs).
Researcher: I am glad to hear that (laughs). I did try to include incentives to help.
What is your perspective on ELs as far as how they learn and should be taught?
Madi: I think that it’s really hard and that they need to be given a lot more patience and a lot
more grace than I think like even I like realized going into it. Um, but I also think that especially
when we did the practice session with the real humans, that they know and understand a lot more
than we think they do by first glance.
Researcher: Right, I know we tend to categorize them as levels 1, 3, and 5, but until you get to
know them individually, it’s really possible that they know a lot more than what the teachers
think they know at times.
Madi: Yes, and the proficiency test or any test like that is not…
Researcher: A good way to gauge…
Madi: Yea, it’s not always exact.
Research: With that being said, how do you feel teachers should prepare to teach them? In the
classroom there are so many students to reach.
Madi: That’s really hard. I mean I feel like the teacher preparation is going to kind of depend on
the students that you have in the class, and I feel like you can prepare. You can have the
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pictures, the props, and the translations to make the transition easier, but it’s going to be what
works best for the students. You won’t really know that until you have them for a little bit.
Researcher: You are absolutely right. What was your understanding of MELTS as a teacher
candidate?
Madi: I had no idea really. The only thing I knew was that there were tiny little robot people
(laughs) and they talk back to you. It was very like nice in the wall to me. And Holly told me
that they like pulled out one time, and there was like forty people in the room, and I was like
wow I wish you didn’t tell me that. That was horrifying (laughs).
Researcher: That’s so funny. Did you have any idea of what the modules were like and how
they would prepare you for the session?
Madi: Only because we used them in the other class, but not with the avatars. So, I kind of
knew what the modules were like, and I knew what the quizzes were. I had taken all of the
quizzes.
Researcher: So, most of it was familiar, right?
Madi: Yes.
Researcher: Before your TSL classes, what was your understanding of read alouds?
Madi: My understanding of read alouds was pretty basic. You read a book to your
class. Obviously, there are things you do in a classroom that you wouldn’t necessarily do if you
were just reading a book aloud, but like the gestures, voices, emphasis, and all those things – it
never really occurred to me before like having to think about it that that was the thing I would
have to think about.
Researcher: I see. Had you ever used read alouds strategies with students before?
Madi: No.
Researcher: Now, after your coaching sessions, has your understanding of read alouds
changed?
Madi: Yea, I feel like there’s a lot more to prepare than just picking a book and reading it. You
have to read it, you have to know how you are going to read it, you have to focus on the
vocabulary or the like order of sequencing. There’s like a lot of things that you have to think
about before you read the book to the class.
Researcher: How do you feel about the influence of read alouds on English learners
comprehension? Do you feel like it is necessary in class?
Madi: Yes, I would say that it is 100% necessary. I feel like it’s been proven for a very long
time that learning another language through story telling and learning anything through story
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telling and sharing information in that way is very beneficial. I think it’s a really good way to
keep their interest while they’re learning and retaining information. No one gets bored and stops
paying attention during a good story. You look at pictures, you stay involved. I think even not
in an EL situation it is mandatory.
Researcher: I agree, they need this type of support during lessons for interest and
engagement. Let’s talk about the preparation before, during, and after?
Madi: Before, I was terrified. I was not prepared. I was like kind of prepared, but not like
really. I had all the things, but I didn’t really know how to use them. Umm, and then we did the
practice, and then I felt like not great. That was bad news bears (laughs)…did not do a good job
there.
Researcher: That was during, right?
Madi: Yea. And then I like figured out what I did wrong in the practice and then fixed the
things I did wrong in the practice, then I did the actual session. I feel like I kind of crushed it. I
feel like I nailed it.
Researcher: You did a great job. I saw that they could tell that there was effort and preparation
there. Well, after the practice how did you feel?
Madi: Umm, I feel like I really learned a lot. I feel like I’m so much more prepared to have
these students in my classroom more than I was before I was like we’ll cross that bridge when
we get to it. That sounds hard, like teaching a student all the things you have to teach them, and
then teaching them English…that’s hard. But now, I am excited.
Researcher: The thing about it is that you only did a few skills and your excited and feel that you
learned a lot. If you had done all ten, you would probably feel even more prepared that what you
do now, so that’s great. I like that this was very helpful even though it only involved the two
skills.
Researcher: Can you walk me through the steps you took to get to the final evaluation
session?
Madi: (laughs) That was a lot of steps and that was a long time.
Researcher: (laughs) Yes it was, but it was for a good cause.
Madi: We met back in October, and you kind of told me what it was about, and then you gave
me the preparation materials before thanksgiving. It was early November, and I used all of those
and prepared the story and literally have Splat the Cat memorized (laughs). I can read it like a
monologue. I prepared, I learned my story, and then we had the practice session. We had our
practice session, and then I had to try to figure out how to fix it. I didn’t really have to fix a lot. I
just had to fix a couple of questions and remember to actually use my props. And I didn’t have
any pictures. All of my props were tangible things because I don’t have a printer.
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Researcher: So, after the session, you did go back and change a few things?
Madi: Yea, after the practice session I changed my questions and I like took notes of where to
use them in the story.
Researcher: Okay, it’s good that you made those changes after the session. Which of the
strategies did you feel were useful during the real session?
Madi: I feel like I read the story really well. I was super enthusiastic, and I emphasized the
words and showed my props. I also feel like my questions were right on level for each student.
Researcher: Okay, questions, props…any non verbal tools you want to discuss?
Madi: Yes, intonation, gestures, all of them.
Researcher: Would you like to give me an example of how you used one of these strategies
with either of the learners? How did you specifically apply them during the session?
Madi: Umm, for the level one, I asked her a yes or no question. It was very simple, and she
didn’t have to have the vocabulary to respond. For Edgar, I asked him a question where he
would have to like think of some words, but it was straight from the text. So, he didn’t have to
like recall a lot of his own experiences. Then with Tasir, I asked her like a hard question. It was
very like personal. I asked her how it would feel if she was in the situation.
Researcher: Okay, so you adapted well to their proficiency levels. Did they respond the way
you thought they would?
Madi: Yea, but I expected more out of Edith. I think I was overestimating what level one
means. Like level one means that’s where you start, but Edgar and Tasir both responded pretty
much like I thought they were going to. Tasir even responded better than I thought she was
going to.
Researcher: My main question was about whether you adjusted your oral discourse. Do you
feel like you did this, and if you did to what extent?
Madi: I do. I feel like when I asked Edith the first question the first time, I did not phrase it as a
yes or no question. I don’t remember what the question was. I did not phrase it as a yes or no
question, and she did not get it. She was very confused.
Madi: Then, I rephrased it and recast it as a yes or no, and she was able to do it.
Researcher: So, when you rephrased and recast, how did she respond? How did each of
them respond to your questions?
Madi: Correctly. The right way.
Researcher: How did this make you feel as their teacher? Let’s just say this was a whole
lesson.
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Madi: I mean it was so weird because again they’re like tiny little robot children. It’s hard to
think of them as like human, but also they are kind of cute (laughs). It made me feel good, and it
made me feel like they learned something. I also feel like I learned something by figuring out
what was the best method of teaching.
Researcher: This is great information. Have your perceptions changed since the experience?
Madi: My perception of what it’s actually going to be like in the real classroom has changed a
little because I feel like I’m better prepared now, but I also feel like it’s more work than I
expected it to be at the same time. I feel like I didn’t really know what I was getting myself into,
and now I do. Now, I’m like prepared and ready for it. So, wow. It’s a lot.
Researcher: I agree. And when you get in the classroom there will be many more students for
you to reach.
Madi: Yea (laughs).
Researcher: Again, focusing on the coaching and practice, can you describe the actual
coaching and feedback session? How was the atmosphere? What took place between you
and the coach and you and the students, etc.?
Madi: Okay, the practice with the little kids?
Researcher: Yes, can you describe or give me a few details on what took place in those 15
minutes.
Madi: Yea. Ughh, the kids sat down. I read them the story. They listened and let me read them
the story, and I asked them questions. The older of the students was definitely, like even when I
directed my question at the younger two, he kind of jumped because he wanted to show that he
knew the answers. I don’t really feel like I got to familiarize myself with the lower levels before
going into the main session, but I think it went okay. He was really cute.
Researcher: How was the coach? Did you feel any pressure or how did this presence make
you feel?
Madi: No, it was super easy. After I finished, we went over the rubric, and it was like yes this,
yes this, yes this, no this, no this (laughs), fix it. Then, I was like okay, I’ll fix it. I fixed it, then
I was great.
Researcher: After, did you take a look at the paper or checklist?
Madi: Yes, I did.
Researcher: So, you reviewed this and made the changes. Awesome. Would you say that the
feedback was helpful, and what was said or done to guide you and help you get through the
session … what carried over?
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Madi: You made me feel a lot better about where I was going into the real session. Umm, I feel
like I went into the real session with a lot more confidence than when I went into the
practice. And, you were able to tell me how to adjust my questions to make them more
appropriate for each level, and make sure that there was a real distinguishable climb between
each level. It was definitely reminded to me that I didn’t use any of my props and that I needed
to do it.
Researcher: That is what the practice was for and it’s good that you were able to make these
changes. Would you say that the coaching was effective?
Madi: Yes. It 100% helped me with my comfort level going into the real session.
Researcher: If the coaching session had not taken place, how would you have felt then
before the final session?
Madi: Honestly, I do not think that the modules themselves would have left me with enough
confidence. Like there’s a great video example in the module, but there is exactly one video
example in the module of what you’re supposed to do for each one. Like helpful, sure, but it
doesn’t…with the coaching session I was able to get more of a like generalized idea of what my
questions should look like in some specific examples. I was able to turn those into the questions
that I related to my book, whereas in the module without that, it was kind of like figure it out.
Research: Okay, I understand. So, this in addition to those modules were very helpful and made
you feel better about what to expect.
Madi: Yea.
Researcher: So, overall and with everything intertwined, was this helpful in preparing you
to work with ELs.
Madi: Yes, 100%. I wish that I could have done them all, but I also wish that I could do them
all like this with all of the extra. It was a lot of work.
Researcher: I would like for you to continue on with all the badges, and I am glad to know that
this turned out to be such a good learning experience. Is there anything else you would like to
add about the overall experience? It can be positive, negative, as long as honest (laughs).
Madi: I think that there could have been more communication. I feel like I could have been…
not prepared…I feel like I was prepared for everything, but I feel like I could’ve had more time
to prepare myself to be here than I necessarily was. Especially for that practice session, I didn’t
know that we were meeting with real children until two days before.
Researcher: Well, there was a slight issue with getting avatars, and I wanted you to have a
similar experience before going into the real session and at least have time to
practice. Scheduling and having access to the avatars can be tough at times, but I’m glad that
you were still able to practice and know what to expect.
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Madi: Okay.
Researcher: Well, I’m just so glad that you came through with all of the meetings, materials,
showing up for the sessions, etc. You did everything that was expected of you, so those involved
with you will be happy. This research is to contribute to the program and shed light on what
students and teacher candidates are working hard to do now and in the future.
Researcher: I so appreciate you being in this study.
Madi: That’s so cool. That’s so amazing.
Researcher: Yes, it is awesome. I am excited to share this research and appreciate your help.
Researcher: So, can you say that you feel more or less comfortable working with ELs?
Madi: More, 100% more.
Researcher: Would you say that you have a much better understanding of what it can take
to meet their proficiency needs at different levels, 1, 3, and 5?
Madi: I mean yea. I definitely wouldn’t consider myself an expert in this research, but yea I
would not be going in completely blind, so that’s good.
Researcher: Right. Well, that is all that I have for today. I will let you know about the follow
up interview if we need it. Have a nice day and thanks again so much, Madi.
Madi: You have a good day too.
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MAY
Appendix S
May – Interview Transcript
Researcher: Hi Cassandra. Thank you for meeting with me today and taking the time to do the
interview. We’re meeting to discuss MELTS preparation and everything you went through as far
as the modules, coaching and feedback, and evaluation sessions.
May: Yes, that’s fine.
Researcher: So, I want to start off by asking if you understood the purpose of the study
before everything started and we first began? I gave you the explanation of research and
the letter if you can remember.
May: Yea, I do. I understood everything for the most part.
Researcher: Okay, well just to review, the purpose of the study was to investigate read aloud
strategies with ELs, and a goal was to examine mixed reality classroom simulation to explore
how you would support them during instruction. Then, also to get your thoughts and opinions
about the coaching and feedback sessions.
Researcher: I am glad you had a clear understanding of the purpose, and I hope you do
understand that the data you’ve provided is very valuable, so I really appreciate your
contributions and the time you’ve given. The interview will take about 30 minutes and I am
recording for data collection purposes. Is that okay with you? Noone will see or hear this but
me, and the information you give me is confidential.
May: Yea, that’s fine.
Researcher: So let’s start, and feel free to elaborate on any questions I may have asked you
already. Can you tell me about your background with English learners (grade level, subject,
experiences) anything you’d like to discuss…
May: Okay, I’ve had quite a few experiences being in Florida and just anytime I’ve been in the
school. (Inaudible)…especially those that are learning English from Spanish. One of the most
meaningful experiences I’ve had-I’ve worked with a group of either like beginning to
intermediate English learners from Spanish to English. I worked with them quite a bit with basic
sight words to get them to start reading, but this was before I had any education here. This was
before I came to college.
May: So, I didn’t do MELTS yet. I didn’t take the classes yet, so that was just like the best of
my abilities. Umm, I also worked with younger kids. Well, the first set of kids I worked with
were in 4th or 5th grade, and I also worked with kindergarten students who spoke Russian. That
was very difficult because it was before I knew what to do.
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Researcher: Okay, yes I bet it was.
May: Yea, like I always have experiences with them when I do go into the schools, but I haven’t
really had many since I started taking these classes because of Covid.
Researcher: Tell me more about those experiences. Did you enjoy them? Were they
challenging? Did you want to run for the door (laughs)?
May: (laughs) I liked them. I liked being around kids and I like helping them, but I know some
Spanish. So, it was easy to talk to like the Spanish speakers and try to help them (I don’t know)
umm…figure out how to translate everything. I also really liked it because I know no matter
what school I go to, it’s going to be one of those kids in my class at least if I’m staying in
Florida. There’s no way I’m going to escape it (laughs).
May: So, it was cool to try to teach them. Now that I have the tools, it would be very different.
Researcher: So, then you felt that you didn’t have a lot of tools to work with the students?
May: Yea, I was taking a course at a technical college while I was in high school, and I would
just go in for teacher assisting, so I would just go into the schools and do teacher assisting. I
don’t know…I originally thought it was going to be like grading papers, but I actually got to
work with students, and I was so happy. So, I didn’t have nearly as much knowledge as I do
now.
Researcher: Okay, so those were with real students. Have you had any experience with
avatars and mixed reality simulation classrooms?
May: Not besides this experiment, but I did another one with the same program in my first
class. I don’t remember what skill it was for, but I do remember that I only did one, and it was
like one of the first MELTS modules.
Researcher: Maybe it was TSL 4080.
May: I just don’t remember what lesson it was, but yea those are my only experiences.
Researcher: So, only with the other MELTS activities in your other class.
May: Yes.
Researcher: What were your expectations before we started with everything as far as the
modules and before I went into detail about the sessions?
May: Umm, I guess I kind of knew what was coming since I had done it before. Not only have I
done like the sessions with the avatars before, I had the same avatars too, but I had just learned
the MELTS stuff. Like the skills in my class I had learned, so I figured I had already like done it
at some point. I also, because I had done the sessions with the avatars, I guess I expected what
they did (like talk back and actually be interactive), and if definitely happened that way.
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Researcher: So, basically you already knew and understood what MELTS was.
May: Yes.
Researcher: Okay, before preparation through MELTS, how would you have defined or
describe a read aloud?
May: To my understanding before, it was just like reading a book, but also whenever I would
read books to students I would make sure to ask leading questions. In my mind read alouds
should model what the students should be thinking. Like when they’re reading in their own time,
I predict this is going to happen, or what do the pictures tell me, or what does the title tell me
(that wonderful stuff).
May: After this, I took into account ELs and just how understanding what’s going on can be
difficult. So, now I understand that read alouds should also include things to benefit and better
their comprehension.
Researcher: That leads to my next question. What is your perspective on English
learners? Or how do you feel they should be taught, or learn best or most effectively?
May: Well, that’s a good question. I feel like every student learns differently, and I feel like that
should be taken into account. I do feel like when teachers have ELs, they treat all of them in the
same way, like give all of them the same assignments. I do feel like for one that there should be
accommodations for them always until they don’t need it anymore. If they are beginner or
intermediate, I feel like there should be some kind of accommodations. I think that like for
elementary level, ELs need to have interactive lessons, lots of visuals, modeling, gesturing, and
all of that wonderful stuff because even if you think they already know it…it’s good to double
check and cover your bases.
May: You have to make sure that whatever you’re teaching has visual aspects and more. I just
think there should be more resources for them, more than they have now.
Researcher: Had you ever used specific read aloud strategies before, or was this the first
time you used EL specific tools and techniques to help them learn?
May: I think most of the techniques it was my first time using them, but I will say that when I
have read to students in the past, I had used like gestures and intonation, which I know that helps
with ELs too.
Researcher: Would you say that after the MELTS sessions and practice that you have a
better understanding of read alouds?
May: Oh, definitely.
Researcher: How do you feel about the influence on their comprehension? How do you feel it
impacts their learning during the lesson?
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May: I do think that it is necessary. Even just having students listening to what you’re saying,
asking them questions, and also giving them toys to model stuff is good. Speaking to them and
interacting with them can better build their vocabulary, understand what’s going on, and can help
them in the future when they are reading a book. When we look at pictures in the book, they’ll
make sure to look at them to help them figure out what’s going on in their reading. It helps them
to expand their vocabulary, language skills, and what they’re going to do when tested eventually
or have other reading materials to read for other classes.
Researcher: I agree. Great points! Let’s talk about the steps you took for MELTS
preparation. How did you feel before, during, and after everything?
May: Before, I guess I was a little nervous. I felt like I didn’t know everything, but I knew
enough because I had just learned the topic. I didn’t know if I was going to do it right because I
hadn’t put it to use yet.
Researcher: That is very understandable. There was a lot of information to digest.
May: When I was doing the module, watched the videos, read the digests, all that beautiful
stuff…I did feel more confident. I was like, okay, I could definitely do it. Especially because of
the videos. They showed you examples of what to do, which I really liked that. So, I was, like,
okay, I got it, I can totally do that.
Researcher: And during the actual sessions (practice and evaluation) how did you feel?
May: Oh my gosh, So nervous (laughs). I was very nervous even though I knew I had my stuff
done. I knew I was going to be fine, but I was like this is still very nerve wracking. I think what
was making me nervous was being watched by people that I’ve never met before. Not actually
the skill, I felt confident in what I would teach, but like one of the first questions I asked the
beginner EL, they were like that’s too difficult of a question.
May: Then, I was like nooo. I wonder if my questions are going to be good at all now. The rest
were fine. Thank God. I was definitely nervous, and for the evaluation I thought I was going to
get a bad evaluation just because of that, but then it was fine.
Researcher: And afterwards, how did you feel?
May: Relieved (laughs). I felt good that they thought I did well. I also felt more confident in the
skill. Throughout the whole process, I felt more confident that I did use that skill with actual
students.
Researcher: Okay, could you walk me through the steps from the very beginning of
everything…the order in which the events took place and what was going through your
mind. You can start at the beginning when we met about the explanation of the research.
May: After the explanation of the research, I read the papers you gave me about the
research. Then, I started the modules (5 and 6). I read the digests and watched the videos. I
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think both of them had two videos. So, I watched those. I forgot to do the quizzes, so I went
back and did those later on. We met once more and talked more about what needed to be
done, what I would need to have prepared, and then you gave me “Splat the Cat,” the print out
of the book. I looked through the book a bit more after skimming the three options and decided
to choose that one.
May: I looked through it more to try to figure out what I could do to try and accommodate
ELs. I’m sorry if I’m talking too much.
Researcher: No, no. You are fine. I want you to say as much as you need to.
May: Okay, I thought about how a vocabulary guide might be good because some of these words
may be difficult. I think I decided to do like gestures, ask leading questions, and then I met with
you again. You were like, I think we need a little bit more, so then I added like visuals to it (a
sock, a bottle, and a few things) because I knew they were in the story. Then, I was evaluated,
and that was it.
Researcher: It’s good that you made those adjustments. What strategies did you pick up
on, or which ones did you feel were most useful?
May: Well, I kind of think all of them were very useful. Although, I learned about some of them
twice, the leveled questioning thing, I can’t get enough practice. I think that’s like one of the
best things I could’ve learned.
Researcher: Was there anything else?
May: I liked all of it. I liked the modeling, using the pictures, I liked the gestures, and I feel like
all of it is very useful when teaching ELs. I’m sorry I can’t decide (laughs).
Researcher: (laughs) No, it’s totally fine. Those are the tools that stood out to you, so thanks for
talking about them. These are great answers. How did you apply them in the session? Can you
give me an example?
May: Umm…for gestures, I think there’s a part where he hugs his mom (so I hugged like
this…oh, hug your friend). For actual visuals, there’s a part where he talked about finding his
socks, so I pulled out his sock.
Researcher: One of the main questions for the research was how do teacher candidates
adjust their oral discourse to support reading comprehension. So, do you feel that you
adjusted your oral discourse to support their understanding?
May: Definitely, whether it be like the intonation and just like making sure certain things are
emphasized or just talking slower so they can understand, or the use of how I would speak and
what words I choose…It is altered when you speak to ELs to make sure that they understand and
to make it easy for them.
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Researcher: What was the outcome of you adjusting oral discourse? What was the outcome
of the students and how they responded to you?
May: I think they responded well.
Researcher: Let’s talk one by one. How did Edith respond?
May: Edith, yea, so no, my leveled questions weren’t the best there and I didn’t have much
interaction with her. But, I think that’s normal for beginner ELs to be kind of like slower to
answer questions because of the lack of understanding.
Researcher: And you changed something? When you saw that, what did you do?
May: So, I originally asked her a question that I thought was too difficult. Once I saw that it was
too difficult, and the people evaluating me said that it might be too difficult, I changed my
question. Well, my original question was like a one-word answer. I changed my question to be
a yes or no answer, so I could give her the options. Then, eventually she could choose which
one. So, I gave her more information to work with to answer.
Researcher: It’s great that you knew to make that adjustment. How about Edgar and
Tasir?
May: I think for both of them, I did really well. With my leveled questioning and the things I
need in the book, I think it was Tasir I may have used a hypothetical question. I also tried to
connect it to her experiences because the book was about first days of school, and I’m sure many
ELs have vivid memories of their first days of school.
May: I like that she was able to answer those questions like thoroughly. Edgar did really well
too. He answered my questions thoroughly. I can’t think of what questions I asked them, but I
know I can tell that both of them could understand what was going on in the book and could
apply it elsewhere.
Researcher: How did this make you feel as their teacher?
May: I was happy. I was like yay. I was so happy that they got it.
Researcher: Do you think that your perceptions and beliefs have changed since this
experience…like how you felt about ELs and how they learn and then now after the real
session?
May: I think it has changed a little bit because I feel like not only have I had experiences with
the, but I’ve taken a lot of courses about teaching them. The way I think about them and how I
teach them hasn’t changed a crazy amount, but putting it into practice has helped me to
understand what I need to do in the future, what I need to prepare in the future, and what I need
to think about if I had ELs in my class.
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May: Especially, one thing I need to have done while teaching is I need to have back up plans
because that question that was too hard for Edith-I need to make sure I have extra things in place
to make sure they can understand what’s going on. I definitely still love teaching ELs.
Researcher: That is always great to hear. Let’s go back to the coaching session. How
would you describe the session and what took place? How was the coaching, interaction,
what did you learn from it?
May: At first, I did think it was kind of weird. Like the first time, not this time. But, I really
enjoyed it this time because I’ve been learning a lot of skills that I haven’t been able to put in
practice especially because of Covid, and I haven’t been able to go in the schools again. It was
good to put them into practice without having to meet new students. You have the information
of the students you’re going to teach virtually. You know their names, you know their skills, and
you know that if you alter your lesson for them, they are going to be able to do it.
May: So, I think it’s really useful to use simulation for teaching.
Researcher: What did you receive from the coaching? Did you receive the guidance that
you felt was needed?
May: Oh, that experience was awesome. You gave me a lot of feedback, and you were very
positive. You were like you did great and you will be fine, but here are some things that would
elevate it. Also, here is what the evaluators will be looking to evaluate you on, so make sure to
include it. It was definitely very positive.
Researcher: Without the practice session, how do you think the final session would have
turned out?
May: Not the best. I had some stuff prepared, but you definitely helped me with additional
things that could help ELs. By pointing that out, I was like wow, I really do need more.
Researcher: Were the feedback forms helpful as well?
May: Oh, yea those definitely helped me.
Researcher: Would you say overall the coaching was effective or ineffective?
May: Effective.
Researcher: And can you elaborate on how it helped your confidence or comfort levels
going into the session?
May: It definitely helped me because I was pretty nervous before. You helped me understand
that I knew what I needed to do and that everything would be okay. (laughs) I think that’s all
that I needed to hear to feel better about it. Also, having the extra feedback about it was really
nice too, and that made me feel a bit better. If I didn’t have that feedback, I don’t think I would
have done so great.
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Researcher: In your overall opinion, was MELTS preparation helpful in preparing you to
serve ELs?
May: Yes, it was very helpful.
Researcher: Would you continue on as far as wanting to do additional skills? Would that
be something you would be interested in based on your experiences now?
May: Yea, definitely. I think they’re very helpful. I didn’t realize how helpful they were, not
for this experiment, but when I first started taking my TSL classes. I was thinking like, I don’t
know if I’ll use this, but now I’m like 100% sure that I will use it.
Researcher: I agree, all of the skills are very helpful. As you can see, they can make all the
difference in students’ comprehension of the lesson no matter which subject. Is there anything
else that you would like to mention or discuss about your overall experience? Any
additional positives, any negatives?
May: No, I just don’t think anything negative came out of it. I think it went all very well.
Researcher: Okay, now that it is all over, do you feel more or less comfortable working
with ELs?
May: More comfortable. I know what to look for now, and I know what I need to bring to the
table at least when teaching for reading with read alouds. I know what I need to do for them.
Researcher: So, you’re saying you feel that you have a better understanding of what it
takes to meet their needs for each levels (1,3,5)?
May: Definitely. Especially with the paper you gave me with the break down of each level,
what types of questions they should be asked, and what things help them. Very, very helpful.
Researcher: I’m so glad that the overall experience was so helpful and that you are now more
comfortable working with EL students. I think we covered all of the questions for today. We
may do a short follow-up after I review all of the information you’ve given me, but I will let you
know. Thank you so much for your time.
May: Okay, that’s fine.
Researcher: Thank you for everything. Enjoy the rest of your day.
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Data - Semi Structured
Interview

Interview Questions

Prompts/ Elicitation

-Introduction

*Please introduce yourself
and feel free to discuss any
of your teaching and
learning experiences.

-Subjects taught

-Background Experiences

-Experiences with ELs in
mainstream settings
-Grade level types of
students

*What do you enjoy
most/least about teaching?

-Challenges and/or successes
-Rewarding moments

*Have you had any
experience with mixedreality classrooms prior to
having Teach Live in your
class?
-Disposition(s)

*What is your perspective
on teaching English
Learners?

-Growing population
-Individual needs
-English Learner vs Native
Speaker observations

*What is your perspective
on how they learn or
acquire/comprehend English
as a second language?

Knowledge/Understanding
of MELTS

*What is your
understanding of MELTS
preparation and the badging
and evaluation process?
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-Description (modules,
quizzes, etc.)
-Goals/desired outcome(s)

-EL Reading Strategies
(Read Alouds)

*Have you ever used
strategies to engage students
in reading activities?

-Can you give examples of
the strategies?
-Prior Experience

(a) What was the purpose
and outcome?

(b) What is your
understanding on the use of
Read Alouds during reading
instruction?

-MELTS Preparation

*How did you feel before
beginning MELTS
preparation?

*How did you feel during
and after MELTS
preparation?
*In your opinion, what were
the most important phases
of the study?

* Explain the strategies,
tools, and techniques you
learned, and how you
applied them during
MELTS modules.
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-Role/Goal
-Effective vs Ineffective
-Influence on
comprehension

Explain/Elaborate

-Description of process/steps
-Rigor
-Modules (difficulty of
quizzes, quality of video
scenarios, practice
opportunities)

-Can you elaborate on
specific reading techniques
-Incorporation of Read
Alouds with the avatars

*Did you adjust your oral
discourse to support reading
comprehension?

(a) What was the outcome?

-Can you provide specific
details and examples?
-Which checklist/rubric
indicators did you include?

-Student/Avatar responses
-Beginner, Intermediate,
Advanced differences

(b) How did this make you
feel as a teacher?

(c) What effect did this have
on the student avatars
(ELs)?

*How do you feel now that
you have successfully
completed the MELTS
modules?

*Overall, what specific
learning have you
demonstrated as a result of
completing MELTS
modules?
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-Success vs Challenges

-Specify leveled responses
from the ELs

-How will this benefit you as
a teacher of ELs and your
students during reading
instruction?

-Have your
perceptions/beliefs about
your teaching and reaching
English learners changed
after your experience? How?

-Coaching/Feedback
Sessions

*Can you describe the
coaching and feedback
sessions?

-How did you feel
before/during/after?

-Teachable moments
*What did the instructor do
during the session?

*Do you feel that the
feedback/coaching was
effective?
*Overall, in your opinion was
the MELTS program effective
in preparing you to serve EL
students?

*Do you feel more or less
comfortable working with
ELs?

-Do you have a better
understanding of the needs of
ELs?

208

-Helpful vs unhelpful

- Elaborate on the guidance
you received.
-Why or why not?
-Positives, Negatives
-Additional thoughts on
module content/session
experience

-Improvements and/or
additional study or practice
concerns

-Additional insights
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